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1. Introduction  
Content and Language Integrated Learning (i.e. CLIL), "[...] is gaining momentum and 
extending as an educational approach across continents" (Coyle/Hood/Marsh 2010:2). Thus it 
can be described as a global phenomenon. As a consequence, this is also noticeable within the 
Austrian educational system and within the European Union in general.    
Former circumstance is not surprising at all, since Austria's "[...] history is deeply 
rooted in multilingualism and multiculturalism" (ÖSZ 2009:85). However, the probably 
politically even more relevant issue concerning the teaching of foreign language is to be seen 
within the European context. With the establishment of the Common European Frame of 
Reference (i.e. CEFR), the European Union made its commitment to plurilingualism, which is 
defined as    
[...] the ability to use languages for the purposes of communication and to take part in  
intercultural interaction, where a person, viewed as a social agent, has proficiency of  
varying degrees, in several languages, and experience of several cultures. This is not  
seen as the superposition or juxtaposition of distinct competences, but rather as the  
existence of a  complex or even composite competence on which the user may draw.  
(CEFR 2001:168)  
Therefore, it is safe to say that within the context of European policy, languages, and 
subsequently their teaching, are a major concern. Like the rise of CLIL, this conscious step 
towards a multilingual and multicultural policy can be judged within as global context. 
Recommendation CM/Rec(2008)7 , which is concerned with the promotion of the CEFR and 
plurilingualism,  states that the Committee of Ministers are   
[...][a]ware of the growing need to equip all Europeans for the challenges of  
intensified international mobility and closer co-operation not only in education, culture  
and science but also in trade, commerce and industry and indeed in all walks of life  
(CM/Rec 2008:1)  
This clear reference to the process of globalisation reveals some of the motivation behind an 
explicit commitment to promoting the command of several languages within the European 
Union as an answer to the enhanced demands in connection with a globalised world.   
Thus, CLIL with its dual-focused approach on content and language (cf. 
Coyle/Hood/Marsh 2010:1), seems to perfectly support the aim of making European citizens 
more competent both in languages as well as in professional skills, while increasing subject-
specific knowledge in general. As we can see, the intention of establishing foreign language 
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education more prominently within European curricula seems to come from a rather 
economically motivated background, because the main purpose of promoting language 
teaching is obviously the aim of educating people who are more competitive on the global 
labour market.  
As was mentioned before, the global phenomenon of CLIL is also noticeable on a 
local level, namely within the Austrian education system. Especially with English as a foreign 
language, teaching methods which can be associated with an approach coming from a CLIL 
background, are currently fairly prominent. This is not very surprising, since English is the 
primarily taught foreign language in the Austrian school system, which provides ample 
opportunities to develop concepts that use the potential of the CLIL approach.   
"Locally, the most current term used to refer to situations where English is used as a 
medium of instruction [...] is Englisch als Arbeitssprache (EaA; English as a working 
language)" (Dalton-Puffer 2002:4). This realisation was implemented by the Ministry of 
Culture and Education in 1991 (cf. Gierlinger 2002:2). It is interesting that of all the subjects 
that are taught within the Austrian national curriculum, it seems that "[...] geography is by far 
the most widely taught EaA subject" (Dalton-Puffer 2002:13) which is probably one of the 
reason why in 2007, the publisher Ed.Hölzel released a book series called Do it in English-
Geography, which was exclusively developed for a context of bilingual education in 
Geography. What is especially interesting about this series is the fact that it was especially 
written to fit the Austrian national curriculum and should therefore not only be in accordance 
with recent Austrian subject didactics in Geography (as far as content and its mediation are 
concerned ), but also with the paradigm of CLIL and recent views about bilingual education. 
This is because it is the only officially approbated book series for bilingual education in 
Geography. Thus, this book series is significantly different from books which were originally 
written and produced for English native speakers, since curricula are still very distinct in 
every country.   
In a way, the Do it in English-Geography books are a kind of pioneer work in the field 
of geography and economics in Austria. Hence, my personal interest in them. This paper will 
adapt a multidisciplinary focus, where the current fundamentals of both CLIL as well as 
subject didactics in the field of geography and economics are discussed and reflected, before 
answering the question whether this book series is successfully delivering a satisfying 
realisation of the currently popular CLIL approach and thus constitutes a useful accumulation 
of teaching materials that help to support effective teaching in the classroom or whether this 
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series is just a false friend who tries to benefit from the rise of the CLIL paradigm. In order to 
put the respective Austrian coursebook series in relation to other products of the same genre, 
the German series Diercke Geography for Bilingual Classes will also be analysed and 
evaluated. Thus a more comprehensive evaluation is made possible due to the elements of 
contrast and comparison.                             
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2. Putting CLIL into Context  
Before an informed and careful analysis of teaching material is possible, it is essential to 
define the specific requirements of and concepts behind CLIL. As Widdowson puts it: "Once 
you have identified the idea about language or language learning that lies behind a particular 
classroom activity [in our case materials], then you are in a position to make a judgement 
about how valid it is [...]" (Widdowson 2003:3).  
This critical reflection on how the paradigm has evolved over time, as well as 
considering most recent developments, provides a solid basis for a deeper understanding of 
CLIL as a way of teaching, which is required to conduct informed judgements about the 
quality of the teaching material in question. Therefore, this chapter discusses basic principles 
and concepts of CLIL before linking it to the specific intended context of application.   
When discussing the origins of the CLIL-movement, we have to be careful to 
distinguish between linguistic theories and approaches to language teaching. Of course, the 
two of them are closely related, since linguistic theory directly influences the respective 
approaches to teaching, which "[...] have [...] reflected changes in theories of the nature of 
language and of language learning" (Richards/Rodgers 1986:1). In this chapter, we will focus 
on one theory of how languages are learned or acquired in more detail, namely Krashen's 
Monitor Theory, while, later on, the communicative approach to language teaching will be 
examined and its linguistic background briefly discussed. They are interconnected, because 
without a doubt, "Krashen's writing has been very influential in supporting communicative 
language teaching (CLT) [...]" (Lightbrown/Spada 1999:40). On the other hand, as will be 
shown, Krashen was indeed influenced by the same linguistic tradition as CLT.   
It is clear that CLIL is the result of an academic evolution over decades, which has 
witnessed fundamental paradigm shifts. Within the eventful and exciting history of linguistics 
and language teaching, it is probably Krashen's Monitor Theory and Communicative 
Language Teaching which can be considered to constitute the most important foundations for 
the development of Content and Language Integrated Learning. Thus, CLIL cannot be fully 
understood without either having discussed second language acquisition or CLT. Since the 
scope of this thesis is not a detailed account of the evolution of linguistic theories and 
approaches to teaching, Krashen's model and CLT will be our primary concern.    
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2.1. The origins of CLIL    
"Content and Language Integrated Learning (CLIL) is a powerful and empowering way to 
learn languages" (Van de Craen et.al 2007:70). This rather positive evaluation of the CLIL 
paradigm emphasises both its efficiency as well as the fact that it grants its learners an 
independent position.   
The latter circumstance has to be seen as one of its fundamental intentions, since 
"[d]iscussion started in earnest in the 1950s with what was termed the 'cognitive revolution' 
(Broadbent, 1958). [...] [T]his was largely a response to behaviourism" (Coyle/Hood/Marsh 
2010:3).  During the dominance of the behaviourist approach to language learning, "[...] all 
behaviour [was] viewed as a response to stimuli" (Haley/Austin 2007:35). This already 
suggests the intended role of the language learner, namely as a passively responding recipient 
of input rather than an actively producing agent. Thus, "[...] behaviourists account for learning 
in terms of imitation, practice, reinforcement (or feedback on success), and habit formation" 
(Lightbrown/Spada 1999:35). In other words, the language learner was not supported in 
acquiring the second language, but was trained to internalise preset language patterns.   
However, "[...] the inadequacy of behaviourist models to account for the complexity 
involved in language learning" (Lightbrown/Spada 1999:45) became evident and thus the 
methods of language learning associated with it, such as the Grammar-translation method, the 
Direct method and the Audiolingual method (Haley/Austin 2007:35f.), were challenged. As a 
consequence, the stage for the rise of the cognitive revolution was set, which was a first step 
into the direction of current paradigms. Also today, "[...] the importance of cognitive 
engagement [is] central to the CLIL classroom [...]" (Coyle/Hood/Marsh 2010:30), which 
indicates, in opposition to the behaviourist tradition, the overall emphasis on the language 
learner as an independent, actively acting entity. Among the various theories and paradigms 
that emerged from the cognitive revolution, it is above all the theory of second language 
acquisition which heavily influenced the development of CLIL. It can be seen as one of 
CLILs origins and is therefore important to investigate on, because in order to understand the 
underlying ideas of CLIL, a brief look at some concepts of second language acquisition helps 
to enhance the understanding of this fascinating approach to language teaching.      
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2.1.1. Second language learning and acquisition 
When investigating on CLIL, the issue of second language acquisition is a reoccurring topic 
which seems to be closely linked to it. "One of the most ambitious and influential theories in 
the field of SLA [...] is Monitor Theory, developed by Stephen Krashen. [...] It was the first 
theory to be developed specifically for SLA" (VanPatten/Williams 2007:25)  
In his model, which he called the Monitor Model, Krashen postulates that "[...] adults 
have two independent systems for developing ability in second languages, subconscious 
acquisition and conscious language learning [...]" (Krashen 1984:1). This distinction between 
a conscious cognitive effort, namely active learning, and a subconscious mechanism that 
seems to work in the learner's brain, constitutes a very interesting way to look at language 
learning. Additionally, when taking introspection into account, the subconscious acquisition 
of, for example vocabulary or certain phrases and grammatical structures, is very familiar to 
anyone who has lived in a foreign country.  However, apart from establishing an intuitively 
two factor model,  the key aspect of Krashen's hypothesis is that he points out that "[...] 
subconscious acquisition appears to be far more important" (ibid.). As a result language 
teaching, from hence forth, gave the aspect of acquiring a language rather than learning it far 
more prominence than this was the case before.   
Another very interesting aspect of Krashen's theory is the shift of focus from form to 
function within second language teaching, or acquisition. The latter "[...] requires meaningful 
interaction in the target language [...] in which speakers are concerned not with the form of 
their utterances but with the messages they are conveying and understanding" (ibid.). On the 
one hand this turning to meaning rather than form of the language can be seen as a response to 
the preceding behaviourist era, where "[l]earners were expected to accurately reproduce the 
sound system, morphology and syntax without error" (Haley/Austin 2007:11). On the other 
hand, Krashen's attention to a more interactive model of language can be seen as an indicator 
of the beginning rise of sociolinguistics at the time of his writing. Krashen and other "[...] 
theorists who view language learning in more social terms" (Mitchell/Myles 1998:122) draw 
attention to the fact that language "[...] is highly contextualized and particular to interactions 
in settings. [...] In other words, language is a means for regulating activity and interaction" 
(Haley/Austin 2007:60). This view is very important for understanding CLIL, because in a 
content based approach to language teaching, "[t]he course design must indicate the means by 
which the content is to be integrated with language objectives. Accordingly, the curriculum 
and materials must reflect this overall design" (Brinton/Snow/Wesche 2008:2).  
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Krashen's distinction between language learning and language acquisition - i.e. his 
acquisition-learning hypothesis (Lightbrown/Spada 1999:38) - is just one of five components 
of his Monitor Theory. Another important hypothesis is the so called 'monitor hypothesis' 
which states that "[...] the acquired system acts to initiate the speaker's utterances and is 
responsible for fluency and intuitive judgements about correctness. The learned system, on 
the other hand, acts only as an editor or 'monitor' [...] polishing what the acquired system has 
produced" (ibid.). According to Krashen, whether or not the language learner is able to 
actually use the 'monitor', depends on certain necessary conditions. First of all,   
"[...] in order to successfully monitor, the performer must have time. In normal  
conversation, both speaking and listening, performers do not generally have time to  
think  about and apply conscious grammatical rules [...]. This condition, however, is  
necessary but  not sufficient. [...] [A] second condition [is that] the performer must be  
"focused on form",  or correctness. An important third condition for successful  
Monitor use is that the performer  needs [...] to have a correct mental representation  
of the rule to apply it correctly" (Krashen 1984:3)  
A judgement of the learned systems, based on these three necessary conditions clearly has to 
evaluate language learning as secondary to language acquisition, since it basically fails to 
fulfil its monitor function in almost any everyday life situation. As a consequence, "[w]ithin 
Monitor Theory, it turns out that learned knowledge is not terribly useful" 
(VanPatten/Williams 2007:27). Yet, it has to be emphasised that  Krashen only draws 
attention to only two (namely speaking and listening) of the currently four established 
language skills, which would also include writing and reading (cf. Hedge 2001). The latter 
would indeed give a learner sufficient time to reflect on the learned system as well as 
implying a performer who is focused on form and has a correct mental representation of the 
language rules. Additionally, "[i]n any given utterance, it is impossible to determine what has 
been produced by the acquired system and what is the result of monitor use" 
(Lightbrown/Spada 1999:38). Since Krashen has heavily influenced CLIL, in our context this 
means that Krashen's monitor hypothesis has to be critically reflected. we have to be cautious 
to depict the learned system as too inferior, since it can be very supportive indeed.   
Another important component of Krashen's model is the 'input hypothesis'. It is 
especially important for issues like how teaching material is supposed to be designed because, 
after all, materials, such as textbooks, are one kind of possible input in a classroom setting.  
This is indeed where Krashen also situates his hypothesis, stating that "[...] the classroom 
should be viewed as a place where the student can get the input he or she needs for 
acquisition" (Krashen 1984:10). The question is, what exactly this required input is. Krashen 
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calls it 'comprehensible input', which is understood as "[...] input [that] contains language 
slightly beyond the current level of the learner's internalized language" (VanPatten/Williams 
2007:27). The formulaic definition of this concept is based on "[...] two more constructs: i, 
which he [i.e. Krashen] defines as a learner's current level of proficiency and i+1, which is a 
level just beyond the learner's current level" (ibid.). So what this hypothesis basically suggests 
is that by slightly overburdening language learners, they are likely to acquire the target 
language rather effectively. This takes place in   
[...] three stages [...] [which are gradually] turning input into intake:   
1 understanding an L2 i+1 form (that is, linking it to a meaning);  
2 noticing a gap between the L2 i+1 form, and the interlanguage rule which the learner  
currently controls;  
3 the reappearance of the i+1 form with minimal frequency ([Krashen] 1983, pp. 138- 
9)  (Mitchell/Myles 1998:126)  
The problem with this hypothesis is that its logic foundations, which "[...] appeal to intuition, 
but which have not been substantiated by empirical studies" (Lightbrown/Spada 1999:39), are 
very problematic from an academic point of view. One of the main problems in this respect is 
the fact that "[i]t is not clear in Monitor Theory exactly what 1 is, or how either 1 or i is 
identified" (VanPatten/Williams 2007:27). Looking closely at the above mentioned three 
stages of intake, "[t]he concepts of 'understanding' and 'noticing a gap' are not clearly 
operationalized, or consistently proposed [...]" (Mitchell/Myles 1998:126).   
This, of course, leaves ample room for interpretation. In terms of learning materials, 
developing textbooks, which are supposed to support second language acquisition, would be 
very difficult if their design was solely based on Krashen's hypothesis. If the concrete 
constructs of a theory are not clearly operationalised, it is practically impossible to evaluate 
whether or not a definitive product is in accordance with a theory's underlying argument. As 
will be shown, this subtle problem of on the one hand appealing to intuition, but on the other 
hand missing clear cut boundaries and definitive elements, was partially passed on to the 
contemporary approach of CLIL.   
The fourth hypothesis stated by Krashen is called 'the natural order  hypothesis'. It 
basically deals with a fundamental problem of second language teaching, namely in what 
order new aspects of the language, such as grammatical structures, are to be presented to the 
learner. Although it was not Krashen's primary intention to answer this specific question, his 
hypothesis tries to explain how certain elements of a language are acquired and, most 
importantly, in  which order this takes place. According to his theory, "[...] second language 
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learners seem to acquire the features of the target language in predictable sequences. Contrary 
to intuition, the rules which are easiest to state, [e.g. the rule for the third-person s in English], 
[...] are not necessarily the first to be acquired" (Lightbrown/Spada 1999:39). Furthermore, 
"[r]esearchers claimed that these orders were independent of instructional sequences [...]" 
(VanPatten/Williams 2007:27), which would be, in its most radical interpretation, an 
academic permission to forfeit any kind of syllabus or curriculum within language teaching. If 
we think even one step further, the independence of acquisition from instruction would imply 
that any language teaching is basically obsolete. Yet, there are still curricula and concrete 
concepts, as well as language teachers to be observed in contemporary language teaching As 
was discovered rather early, this is because "[...] many second language acquisition 
researchers agree (on the basis of research evidence or their own introspection) that language 
teaching does - at least in some cases - positively affect acquisition [...] " (Lightbrown 
1985:107). Thus Krashen's hypothesis has to be considered critically, since it again grants 
acquisition a very superior position over learning, which, nevertheless, still has its justified 
place within language teaching (as is indicated by the term 'language learner' rather than 
'language acquirer'). However, Krashen, despite all the criticism, draws attention to the very 
issue of how to present certain features of a language and thus raises awareness of a crucial 
problem. Additionally, "[...] subsequent research has confirmed that learners pass through 
sequences or stages in development" (Lightbrown/Spada 1999:39), so the hypothesis has its 
point.  
The final hypothesis in Monitor Theory, the 'affective filter hypothesis', tries to 
explain why language learners do not always succeed in acquiring language features and thus 
show differences in the progress and extend to which they master a language. Krashen's 
construct, the affective filter, draws attention to the importance that learners are "[...] 
comfortable and receptive to the input in their learning environment" (VanPatten/Williams 
2007:28). It is "[...] an imaginary barrier which prevents learners from acquiring language 
from the available input. 'Affect' refers to such things as motives, needs, attitudes, and 
emotional states" (Lightbrown/Spada 1999:39). Hence, "[l]earners who are comfortable and 
have a positive attitude toward language learning have their filters set low, allowing 
unfettered access to comprehensible input" (VanPatten/Williams 2007:28). From a practical 
point of view this hypothesis is plausible because, recalling from introspection, probably 
every learner has been acquiring as well as learning input more easily if he or she has a 
positive intrinsic motivation and attitude towards the target language. In this respect, it seems 
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that "[a]ffect is, of course, relevant to language learning as well as acquisition, but it is the 
acquisition- affect relationship that is particularly sensitive" (Johnson 2001:85). This supports 
Krashen's claim that   
[...] if the direct relationship between acquisition and attitudinal factors does exist, and  
if our  major goal in language teaching is the development of communicative abilities,  
we must conclude that attitudinal factors and motivational factors are more  
important than aptitude. This is because conscious learning makes only a small  
contribution to communicative ability (Krashen 1984:5). 
This statement is an obvious synthesis of his 'monitor hypothesis' and his 'affective filter 
hypothesis'. If we look at Krashen's reasoning, we can detect two important implications. First 
of all, his claim implies that even learners who are not naturally gifted to learn a foreign 
language, in other words possess a low level of aptitude, can succeed in acquiring a language. 
As a consequence, within Monitor Theory, language learners are not particularly favoured or 
disadvantaged by nature when it comes to learning a foreign language. This in turn means for 
a language classroom, as a linguistic environment, that potentially everyone is able to reach 
approximately the same language level. The second implication of Krashen's statement is 
indeed concerned with the linguistic environment. If the learner's attitudes towards the target 
language are more important than aptitude, the classroom, again as a linguistic environment, 
has to provide as much motivation as possible as well as fostering a positive attitude. If we 
add learning materials to the classroom environment, and they are obviously a part of it, this 
means that they have a significant portion in making language learning interesting and 
motivating which in turn means that they can contribute to a positive attitude towards the 
target language.  
It is clear that Krashen's theory is not without its problems. As was mentioned above, 
some parts are rather dependent on intuition than on evidence. Yet, "[d]espite these problems, 
Krashen's proposals encouraged other researchers to examine more closely the character of 
the language data available as input to second language learners" (Mitchell/Myles 1998:127). 
Furthermore, although the paradigm had developed before, he inspired consecutive 
developments and research in the field of Communicative Language Teaching.       
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2.1.2. Communicative Language Teaching  
Despite Krashen's influence on Communicative Language Teaching (CLT), his writing were, 
by no means, among the pioneer work of this approach. Contrariwise, it were probably more 
or less the same linguistic theories which influenced both CLT and Krashen's Theory of 
second language acquisition. As was, for example, illustrated by his remark on aptitude and 
attitude, Krashen's idea of a (second) language is that it finally should provide the learner with 
'communicative abilities'. This shows that he was clearly influenced by the same linguistic 
tradition. So both Krashen's Monitor Theory and Communicative Language Teaching share a 
common tradition and certainly have influenced each other mutually.   
Similar to the above mentioned cognitive revolution, language teaching has witnessed 
a paradigm shift. From the 1840s to the 1940s, an approach called Grammar Translation 
dominated language teaching in Europe (Richards/Rodgers 1986:4). The basic characteristics 
of this method were that 
the aim of language learning was to enable learners to read literature or to benefit from 
the mental challenge itself as well as the intellectual development 
reading and writing were of major concern 
vocabulary was taught based on the respective literature 
the sentence was considered to be the basic unit of language teaching and practice 
accuracy was emphasised 
grammar was taught deductively 
the learner's first language was the medium of instruction (cf. Richards/Rodgers 
1986:3f.) 
If we look at these basic principles, the notion of a behaviouristic tradition in the background 
is evoked. We can observe a focus on form rather than meaning or function, as well as very 
hierarchical concept of language. Additionally, the importance of literature today seems very 
alienating to a person who is familiar with current opinions of language teaching. However, 
historically this makes perfect sense, because the Grammar Translation Method was "[...] 
based on the study of Latin [...] (Richards/Rodgers 1986:2). This, like the approaches in the 
behaviourist tradition, put the learner in a very passive position.   
However, with the rise of linguistics, language teaching innovations, which proposed a 
gradual shift from form to function, took place in the nineteenth century and eventually "[...] 
became known as the Reform Movement in language teaching" (Richards/Rodgers 1986:7). 
Yet, "[t]he origins of Communicative Language Teaching [...] are to be found in the changes 
in the British language teaching tradition dating from the late 1960s" ((Richards/Rodgers 
1986:64). Here, the theory of Hymes played a major role, because  
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[...] Hymes (1971) had reacted to Chomsky's (1965) characterization of the linguistic  
competence of the "ideal native speaker" and proposed the term communicative  
competence  to represent the use of language in social context, or the observance of  
sociolinguistic norms  of appropriacy  (Savignon 2001:16).  
Due to the fact that it was rather Hyme's theory than Chomsky's propositions about language, 
which had a stronger influence on CLT, we will have a closer look at some basic principles of 
'communicative competence'.   
As was pointed out by Savignon, Hymes’s concern with language was of a more 
sociolinguistic nature than it was the case with Chomsky, who was mainly focused on 
structure. The difference between the two is that "[t]he structural view of language 
concentrates on the grammatical system, describing ways in which linguistic items can be 
combined" (Littlewood 1983:1) while the functional view of language emphasises "[...] the 
functional and communicative potential of language" (Richards/Rodgers 1986:4). Latter 
points out that "[...] whereas [a] sentence's structure [e.g. interrogative] is stable and 
straightforward, its communicative function [e.g. request, order, statement] is variable and 
depends on specific situational and social factors" (Littlewood 1983:2).   
Hymes argument was that it would not be sufficient if a child would only possess 
grammatical knowledge about a certain language and that "[...] [w]e have to account for the 
fact that a normal child acquires knowledge of sentences, not only as grammatical, but also as 
appropriate" (Hymes 1979:277). Furthermore, "[...] a child becomes able to accomplish a 
repertoire of speech acts, to take part in speech events, and to evaluate their accomplishment 
by others" (ibid.). Thereby, Hymes links the inherent skills of a speaker to the surrounding 
environment and claims that "[t]he acquisition of such competency is of course fed by social 
experience, needs, and motives [...] (Hymes 1979:278). This clearly shows his sociolinguistic 
approach to the nature of language because it is both stimulated by and used within a social 
system. Thus, learning a language is far more than learning specific structures, but rather to 
additionally learn the rules of appliance. In other words, a competent language user has 
knowledge of the underlying rules of the system he or she communicates in.   
In other words, for Hymes, 'competence' is "[...] the most general term for the 
capabilities of a person. [...] Competence is dependent upon both (tacit) knowledge and (as its 
part) use" (Hymes 1979:282). However, this duality of knowledge and use would have been 
very vague, in terms of what the implications of communicative competence for language 
itself as well as language  learning and teaching actually are. Therefore, Hymes draws a more 
detailed picture of what is actually necessary to be communicatively competent. In his view,  
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[...] a person who acquires communicative competence acquires both knowledge and  
ability  for language use with respect to   
1. whether (and to what degree) something is formally possible;  
2. whether (and to what degree) something is feasible in virtue of the means of   
implementation available;  
3. whether (and to what degree) something is appropriate (adequate, happy,   
successful) in  relation to a context in which it is used and evaluated;  
4. whether (and to what degree) something is in fact done, actually performed, and  
what its doing entails. (Hymes 1972:281, quoted in Richards/Rodgers 1986:70)    
What is significant of this theory of language competence is the vast amount of metalinguistic 
knowledge and awareness which is required of a speaker. It makes explicit that a grammar 
and the structural components of the language system are just one part. Far more important 
seem to be social contexts in which a speaker makes an utterance as well as cultural 
awareness. This is also explicitly stated by Hymes when he writes that "[i]n sum, the goal of a 
broad theory of competence can be said to be to show the ways in which the systemically 
possible, feasible, and appropriate are linked to produce and interpret actually occurring 
cultural behaviour." (Hymes 1979:286, original empahsis).    
So we can observe an obvious shift in focus from the structure and form of language to 
its function as a means of communication. Of course, this is also reflected in Communicative 
Language Teaching, since Hymes is considered to be one of its intellectual forefathers, 
although "CLT [...] can be seen to derive from a multidisciplinary perspective that includes, at 
a minimum, linguistics, psychology, philosophy, sociology, and educational research" 
(Savignon 2001:16). This plurality of background is certainly one of CLT's outstanding 
strengths, since it grants a more holistic approach to what language learning actually implies 
and means. On the other hand, it is also a potential weakness when we want to grasp what it 
really is, because "[t]here is no single text or authority on it, nor any single model that is 
universally accepted as authoritative" (Richards/Rodgers 1986:66). This may seem to be a 
very odd kind of criticism at first glance, because an academic concept is not necessarily 
dependent of one clearly defined reference or model, especially not nowadays where 
multidisciplinary models, theories and approaches are widely spread. Nevertheless, the 
diverse background of CLT makes it rather difficult to actually define and discuss what it 
represents. In other words, "[t]he real problem when attempting to define CLT [...] is that it 
means different things to different people" (Harmer 2011:69). Since a discussion of the 
various concepts of CLT is not a primary focus of this thesis, only the most common features 
and foundations of CLT can be discussed below.  
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It is clear that Hymes's theory of communicative competence is of major concern 
when it comes to the influence which linguistics had on CLT. This is reflected in the fact that 
"[t]he ability to communicate effectively in English is now a well-established goal in ELT 
[English Language Teaching]" (Hedge 2001:44) and that, within the communicative 
approach, "[t]he purpose of language (and thus the goal of language teaching) is 
communication" (Celce-Murcia 2001:9). Even more obvious is Hymes’s influence indicated 
by the circumstance that "[t]eaching materials, course descriptions, and curriculum guidelines 
proclaim the goal of communicative competence" (Savignon 2001:13). The overall aim of 
CLT is now to "[...] attempt to operationalize the concepts of communicative competence and 
apply it across all levels of language program design, from theory, to syllabus design, to 
teaching techniques" (Richards 2002:22).   
The question which now arises inevitably is what exactly is involved in 
communicative competence within CLT, since it "[...] has become a generalised 'umbrella' 
term to describe learning sequences which aim to improve the students' ability to 
communicate" (Harmer 2011:70). According to Savignon - who obviously based her 
assumptions on the model proposed by Canale and Swain - in the language classroom, 
communicative competence involves four constituents which are considered to be of major 
importance for the language learner: 
grammatical competence, which is the ability to recognise the lexical, 
morphological, syntactic, and phonological feature of a language and to make 
use of them when interpreting and forming sentences 
discourse competence, which refers to the interconnectedness of a series of 
utterances, and/or written words and phrases to form a meaningful whole 
sociocultural competence, which refers to the social rules of language use and 
the requirement to understand the social context in which language is used 
strategic competence, which refers to the ability to use strategies in order to 
cope with constraints of actual language performance, such as insufficient 
knowledge of language rules or limitations in their application (cf. Savignon 
2001:17f.) 
Similar to Hymes's original theory, we can observe four components which are focused on the 
meaning of language rather than its form, although the latter constitutes one of the pillars of 
the model. As was mentioned above, the concrete conceptions of CLT differ among the 
literature, which is illustrated by Hedge, who defines the components of communicative 
competence as follows: 
linguistic competence, which refers to the knowledge of a language itself, its form and 
meaning. Thus it implies knowledge of spelling, pronunciation, vocabulary, word 
formation, grammar and linguistic semantics 
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pragmatic competence, which refers, on the one hand, to the ability to achieve certain 
communicative goals or intentions and, on the other hand, to social awareness in the 
sense of  Hyme's appropriateness 
discourse competence, which refers to the ability to crate and understand coherent 
texts and/or conversation 
strategic competence, which refers to the ability to cope with a lack of linguistic 
resources in a communicative situation 
fluency, which refers to the ability to link units of speech together, showing facility 
and no strain or inappropriate slowness or hesitation respectively (cf. Hedge 2001:46-
54) 
If we compare the two concepts, it is apparent that they are basically very similar. Both show 
a heavy emphasis on language use as well as the sociocultural context of its use, while 
depicting the form of language as just one of many factors of successful communication. The 
differences between the two schemes is that they situate certain abilities in different 
competences or label them differently. For example, pragmatic competence and sociocultural 
competence share a common denominator in the ability of social awareness. If reflected 
critically, the two models show far more common features than actual differences. Although 
many important theorists like Bachmann and Canale and Swain (cf. ibid.) have greatly 
contributed to the development to a theory of communicative competence, there is still a 
noticeable influence by Hymes's theory in both of them, which indicates that Hedge and 
Savignon see language in a very sociolinguistic tradition.   
Overall, CLT and its theories put emphasis on communication rather than form when 
it comes to analysing and using language. As was shown, they make us aware of the fact that 
language is a very complex thing and that successful and effective communication is a highly 
complicated process. While Hymes laid the base by drawing attention to communicative 
competence, CLT tries to apply it in the language classroom and thus tries to enable the 
language learner to communicate successfully. Additionally, the language learner or language 
user is at the centre of attention, because the whole theory of CLT, including Hymes, is 
concerned with what abilities a person has to possess. Compared to the Grammar Translation 
Method mentioned earlier, this is a clear shift from the language itself as a core issue, towards 
the actual application of it by the learner or speaker. Which concrete elements are actually 
involved in this final goal, may be subject to debate and is interpreted differently within the 
literature.   
However, the common ground is ample and it seems that nowadays there is no doubt 
about the importance for a language learner to communicate successfully.  
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2.1.3. Why CLT and a theory of second language acquisition are relevant to CLIL 
After we have briefly discussed the most important and influential sources from which CLIL 
can be seen to originate, the question of why it is especially CLT and second language 
learning that are of such importance.  
When looking at the two origins discussed above, we can draw two basic conclusions 
from them. The first one, coming from second language acquisition, is that in order to actually 
use a language, it is better to acquire it rather than learn it. A   
[...] second language is most successfully acquired when [...] the language input is at 
or  just  above the proficiency of the learner and when there is sufficient opportunity to 
engage in  meaningful use of that language in a relatively anxiety-free environment. [...] 
CLIL offers  a means by which learners can continue their academic or cognitive 
development while they  are also acquiring academic language proficiency.  (Navés 
2009:25f.)  
The clear reference to Krashen's input hypothesis made by Navés clearly shows that his 
theory of second language acquisition is still present among the arguments in favour of CLIL. 
On the other hand, the reference to meaningful interaction is obviously linked to CLT, which 
has, as is especially illustrated by Hedge's scheme, meaningful interaction as its ultimate goal. 
As Harmer expresses it:  
[a] major strand of CLT centres around the essential belief that if students are involved 
in  meaning-focused communicative tasks, then 'language learning will take care of itself' 
[...]  and that plentiful exposure to language in use and plenty of opportunities to use it are 
vitally  important for a student's development of knowledge and skill. (Harmer 2011:69) 
In this sense, CLIL is the synopsis and synthesis of second language acquisition theory and a 
theory of communicative competence, brought into practice. As can be deducted from 
Navés’s evaluation, CLIL offers the opportunity to use language in a meaningful way and 
thus stimulates language acquisition rather than language learning.  
Since CLIL is heavily influenced by theories which were in turn influenced by 
sociolinguistics, psycholinguistics as well as disciplines other than structural linguistics, we 
will discover that the arguments which are brought forward in favour of CLIL still carry the 
undertone of Krashen, Hymes and other theorists.  
Therefore, it is important to keep in mind the basic features of the theories discussed 
above when we now turn to investigate on the question what exactly Content and Language 
Integrated Learning is, how it can be realised and what this means for the concrete teaching 
materials that are analysed and evaluated below.  
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3. Operationalising CLIL 
Now that the most important roots of CLIL have been clarified and were briefly discussed, the 
next logical step is to have a look at what is meant by the term 'Content and Language 
Integrated Learning'. As is discovered below, this is not an easy task, since there seems to be a 
diverse use of CLIL in the literature.   
Therefore, as a first move, the concept of CLIL will be examined in more detail, 
before continuing to have a look at concrete forms and the realisation in Austria. This is 
necessary in order to be able to link the textbook series Do it in English-Geography to its 
particular educational environment and intended context of application. Additionally, this 
chapter will investigate the question of whether a new concept of didactics is necessary in 
order to implement CLIL in practice, since this is a key issue if we want to evaluate the 
respective course books based on properly elaborated criteria.   
3.1. The concept of CLIL 
In its most fundamental meaning, "[...] Content-and-Language-Integrated-Learning (CLIL) 
refers to educational settings where a language other than the students' mother tongue is used 
as a medium of instruction" (Dalton-Puffer 2007:1). Additionally, it is also "[...] a dual-
focused educational approach in which an additional language is used for the learning and 
teaching of both content and language" (Mehisto/Marsh/Frigols 2008:9).   
This very basic definition of CLIL immediately shows that we are not dealing with a 
single theory or a particular model of language, language learning or teaching, as it has been 
the case so far, but with a whole educational concept. The innovation about CLIL, as is 
pointed out throughout the entire literature is that, "[...] it is an approach which is neither 
language learning nor subject learning, but an amalgam of both and is linked to the processes 
of convergence [...] [which] involves the fusion of elements which may have been previously 
fragmented [...]. This is where CLIL breaks new ground" (Coyle/Hood/Marsh 2010:4). So 
what CLIL is essentially trying to achieve is the abolition of the traditional binary system of 
content and language subjects. As the experienced academic as well as the practitioner of any 
profession may intuitively guess, changing established structures is not always an easy task. 
Surprisingly, in the case of CLIL, we observe a process of fast progression throughout the 
whole world, which is why it is sensible to have a brief look at the circumstances which 
accompany this phenomenon.  
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3.1.1. The global world as the incubator of CLIL 
With CLIL, at least in terms of its acceptance among various institutions as well as within the 
academic discourse, it has been observed that "[t]he speed at which [...] [it] has spread across 
Europe since 1994 has surprised even the most ardent of advocates" (Maljers/Marsh/Wolff 
2007:7). This surprising development is not limited to Europe, since "[i]n recent years [...] 
integrating the teaching of languages with the teaching of academic subject matter has 
become more and more popular all over the world" (Navés 2009:22). This apparent rise of the 
promotion of second or foreign languages is actually nothing outstanding, since "[b]oth from 
a contemporary and a historical perspective, bilingualism or multilingualism is the norm 
rather than the exception" (Richards/Rodgers 1986:1).   
However, the   
[...] recent growing interest in CLIL can be understood by examining best practice in  
education which suits the demands of the present day. Globalization and forces of  
economic and social convergence have had a significant impact on who learns  
which language at what stage in their development and in which way.  
(Coyle/Hood/Marsh 2010:2) 
So, expressed from a different and simplified angle, what has happened is that the current 
zeitgeist of convergence in the economic as well as social sense, was imprinted on the 
educational system. This is fairly logical if we keep in mind that the educational system is 
obviously embedded in society and therefore also part of the economic system which has 
particular demands due to its particular organisation, institutions and development. 
Nowadays, the economy demands flexibly educated people who are in turn flexible in their 
potential fields of occupation. It seems that everyone is welcome to bring his or her 
particularity and add it to the ever evolving knowledge pool of economy.  
This specific requirement in turn has left its traces within the education system at 
almost all levels. For example, B. Kumaravadivelu postulates that "[...] the L2 profession is 
faced with an imperative need to construct a postmethod pedagogy" (Kumaravadivelu 
2001:537), which is not according to specific predetermined methods, but rather based on the 
principles of particularity (in the sense that it has to consider the specific local social context), 
practicality (i.e. a theory of practice which emerges from practice rather than vice versa) and 
possibility (i.e. acknowledging the socio-political consciousness of all participants) (cf. ibid.). 
What is interesting about the demands of a postmethod pedagogy is the fact that, on the one 
hand is seems to reject established paradigms such as the concept of method, moving the 
academic discourse in a direction of plurality and individuality. The mentioned pillars are 
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obviously in favour of a localised and very differentiated approach to language teaching and 
pedagogy. On the other hand, it is doubtable whether this is indeed compatible with the 
globalised labour market, which, apparently, also likes to be able to judge what qualifications 
a person possesses beforehand. The latter circumstance is reflected, for example, in the 
process of standardisation of tertiary education within the European Union, the Bologna 
Process, which has "[...] three overarching objectives [...]: introduction of the three cycle 
system (bachelor/master/doctorate), quality assurance and recognition of qualifications and 
periods of study" (http://ec.europa.eu/education/higher-education/doc1290_en.htm 16 April 
2011). Of course, the Bologna Process is a means to deepen the European integration and a 
great opportunity for students to study in the whole of Europe, but another implication is that 
studies and degrees become comparable between the countries. Therefore, also university 
graduates are educated for a global labour market.   
So there is obviously a parallelism of two opposing forces, namely standardisation 
versus particularity. At first, this seems paradoxical. Either peoples' qualifications are 
comparable, which implies that their education has to be comparable and therefore 
standardised, or education is supposed to encourage the development of individual, and 
therefore particular, strengths or core areas, which in turn implies that education and 
consecutively acquired qualifications are not comparable. The contemporary answer to this 
dilemma seems to be, at least in Austria, the definition of competences (cf. BMUKK 
http://www.bmukk.gv.at/medienpool/782/ahs8.pdf 12 April 2011). Thus, the final aims of 
education are defined by specific competences which have to be acquired in the course of it. 
Following the tradition of Hymes and others mentioned above, at least in case of the 
languages, communicative competence is at the centre of interest. How the learner gets there, 
is up to the individual classroom setting. Obviously, this is a convenient solution for both 
comparability and particularity within the curriculum.   
The heavy promotion of CLIL can be seen as one of the by-products of the effort to 
converge individuality with comparability. On the one hand, "[t]he impact of globalization 
[...] highlighted the need for better language and communication education outcomes" 
(Coyle/Hood/Marsh 2010:4) and thus living up to the expectations of a modern labour market. 
On the other hand, CLIL  perfectly serves the claim for particularity, since "[...] it comes in a 
wide range of shapes [...]" (Smit 2007:3). Another, not unimportant argument in favour of 
CLIL "[...] revolves around notions of efficiency. [...] If two things [i.e. content and language] 
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can be learned in the slot otherwise taken up by only one, this clearly saves time (Dalton-
Puffer 2007:8) and hence money.   
As for Europe, CLIL has been prioritised since 1994 and has shown a vast expansion 
within Europe (cf. (Maljers/Marsh/Wolff 2007). Apart from the reasons already mentioned, 
this focus of the European Union on the advancement of CLIL can be summarised as being 
the result of a process that   
[...] was due to four simultaneous major proactive forces: families wanting their  
children to  have some competence in at least one foreign language; governments  
wanting to improve  languages education for socio-economic advantage; at the  
supranational level, the European  Commission wanting to lay the foundation for  
greater inclusion and economic strength; and finally, at the educational level,  
language experts seeing the potential of further integrating languages education  with  
that of other subjects. (Coyle/Hood/Marsh 2010:8)     
In other words, the establishment of CLIL can be evaluated as being carried by almost all 
parts of society. Accordingly, its public acceptance is not really surprising. Therefore, it can 
be said that CLIL is indeed a product of current society and its global economy, which have 
been functioning as fertile incubators of this new concept.   
3.1.2. A theoretical framework for CLIL   
Now that the specific surrounding conditions of CLIL have been discussed it is time to turn 
to the attempt to define CLIL as a theoretical concept more clearly. This is easier said than 
done, because, as was already discovered, CLIL is not a single theory or practice, but [...] an 
umbrella term covering a dozen or more educational approaches [...]" (Mehisto/Marsh/Frigols 
2008:12).   
A first step to define this behemoth of different approaches is to have a look at the 
arguments that are brought forward in its favour. Besides the already mentioned advantage in 
the area of efficiency, "[r]ationales for the use of CLIL tend to direct their arguments towards 
the perception that outcomes of foreign language learning in school settings are frequently 
seen as unsatisfactory [...] (Dalton-Puffer 2007:2). This lack of successful output seems to be 
one of the major reasons why other teaching approaches, including CLT have received some 
criticism.   
What seems to classify CLIL as outstanding in comparison to other paradigms is that it 
"[...] creates conditions for naturalistic language learning, thereby contrasting CLIL with the 
more strongly instructional focus of classical foreign language education" (Dalton-
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Puffer/Smit 2007:8). Within this argument and its reasoning, the clear influence of second 
language acquisition is obvious. Instead of consciously learning a language, students are 
intended to acquire the target language naturally and rather incidentally. One is subtly 
reminded of Krashen's learning-acquisition hypothesis as well as other aspects of his Monitor 
Theory.   
Another prominent argument in favour of CLIL   
[...] revolves around the purpose and the meaning of language use in the classroom.  
[...] [L]earning about geography, science or history in the CLIL classroom gives the  
use of the foreign language a purpose over and beyond the language itself. [...]  The  
crucial importance of meaningful communication [...] has also been a central  
dogma of the communicative approach [...] (ibid.)  
Again, the influence of the above discussed origins is noticeable. Obviously, CLIL carries on 
one of CLT's core traditions, namely to make communication in the classroom meaningful 
and purposeful. This, of course raises the question what the difference between CLIL and 
CLT might be.   
The latter "[...] was one step towards providing a more holistic way of teaching and 
learning languages, but for various reasons, especially relating to authenticity, has been 
insufficient in realizing the high level of authenticity of purpose which can be achieved 
through CLIL" (Coyle/Hood/Marsh 2010:4). In a way, CLIL is thus obviously seen as the 
advancement of CLT in terms of meaningful communication. This superiority is an inherent 
aspect of its design, because at least one ultimate purpose is always given, namely to acquire 
competence in the respective content subject.   In the course of achieving that "[...] CLIL 
classroom practice involves the learners being active participants in developing their potential 
for acquiring knowledge and skills (education) through a process of enquiry (research) [...] 
and means for problem solving (innovation)" (ibid.). In other words, CLIL tries to stimulate 
the learner's autonomy when it comes to personal development. This seems to be a very 
empowering and sensible concept, especially with regard to professional practice where 
autonomy is certainly an advantage. After all, CLIL is an approach which "[...] attempts to 
bridge the gap between school life and real life. [...] [It] is a pedagogical framework within 
which learners are able to deal with professional and academic matters in the same way as 
they will have to later on in life" (Wolff 2007:15). Yet, the other side of the coin may be the 
danger that the learner is left alone rather quickly, since, apparently by its very definition, 
CLIL classroom practice gives at least some of the responsibility of learning output to the 
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learners themselves. Practically speaking, the respective teacher has to be careful not to 
overrate this invitation to self-responsibility.   
So far, CLIL can be classified as the convergence of all the demands proposed by 
recent linguistic theory and modern language teaching approaches: it promotes acquisition 
over learning, is meaningful communication in practice and grants the learner the freedom to 
actively participate in his or her own right. Additionally, it seems to bring a scent of a 
working life setup to the otherwise generic school classroom by demanding self-guided and 
self-induced participation and problem solving. What has remained in the dark so far is the 
issue of what exactly Content and Language Integrated Learning intends to achieve in order to 
draw an actual benefit from its apparently inspiring concept, which has brought forward many 
arguments on the positive side.  
Since it is so complicated to grasp what precisely CLIL is and what it finally aims for, 
it may be a good starting point to explicitly mention what it is undoubtedly not. "CLIL is not 
about 'translating' first-language teaching and learning into another language in the hope that 
learners will be immersed [...] and seamlessly learn in another language" (Coyle/Hood/Marsh 
2010:27).     
In fact, CLIL tries to provide and encourage conditions which support and enhance the 
successful achievement of certain overall goals, namely 
grade-appropriate levels of academic achievement in subjects taught through 
the CLIL language; 
grade-appropriate functional proficiency in listening, speaking, reading and 
writing in the CLIL language; 
age-appropriate levels of first-language competence in listening, speaking, 
reading and writing; 
an understanding and appreciation of the cultures associated with the CLIL 
language and the student's first language; 
the cognitive and social skills and habits required for success in an ever-
changing world (Mehisto/Marsh/Frigols 2008:12) 
These five goals immediately show both the holistic approach to teaching pursued by the 
CLIL approach. What is interesting and new is that the specific situation of the particular 
learner (i.e. his or her mother tongue as well as cultural background) constitute fundamental 
basics. What is especially striking is that it seems that there is a balance between the 
importance of the first and the second language. This is obviously due to the influence of the 
theory of linguistic interdependence, which, among other things, claims that "[...] learners of a 
subsequent language (L2) already have conventions in their first language (L1) background, 
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[so] these can be their potential resources" (Haley/Austin 2007:16). A learner who possesses 
rich knowledge and competence in his or her L1 can therefore draw from broader resources 
which in turn positively influences the acquisition of the L2. On the other hand, the goals of 
CLIL do not only recognise where the learners come from, but also where they should go in 
the future. Through adding the pillar of cognitive and social skills, CLIL introduces a whole 
new dimension of professional development. Thus, the classroom becomes more than a place 
of learning. It becomes a place of personal development and professional training. As a 
consequence, this implies a very particular and individualised approach to teaching.  
By acknowledging this particularity of learners, CLIL also divides its emphasis of 
education on two fronts, namely the first and second language (including their cultures), as 
well as content, cognition and social skills. These two basic groups which were formally 
treated as basically two ends of the learning spectrum, are thus merged and put into focus. If 
we group the subsequent goals to an overall catalogue of aims, it becomes apparent that CLIL 
pursues education and acquisition on three levels, namely "[...] content, language and learning 
skills" (ibid.). These three foci can be considered the fundamental triangle which CLIL strives 
after and thus can be considered to be the theoretical foundations of it.    
Figure 1: The three goals of CLIL (Mehisto/Marsh/Frigols 2008:12)   
Of course, this step towards a more holistic pursuit of educational goals bears the question 
which of the three (if any) has to be seen as primary and in how far the three are interrelated 
(cf. figure 1). Concerning the former, it seems that especially the relationship between content 
and language seems to be a point of heavy debate among scholars. It is also highly relevant 
for the aim of this thesis, namely the evaluation of teaching materials. Therefore, it is 
necessary to take a closer look at the dilemma of whether CLIL is teaching a language 
through specific content, vice versa or if it is indeed something completely different.   
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3.1.3. Language versus content? 
Within the CLIL triad, it seems that it is particularly the relationship between language and 
content which is subject to quite some debate. "This relationship, despite of the presence of 
the word "integrated" in CLIL, is characterized by a good deal of tension and sometimes 
conflict between the two areas" (Dalton-Puffer 2007:5). This is rather surprising, because the 
literature which deals with theoretical aspects of CLIL repeatedly points out that "[...] 
language is not the primary subject taught" (Mehisto/Marsh/Frigols 2008:102).   
Moreover, within the CLIL paradigm and its concrete realisations, such as bilingual 
education, the content is seen as the primary element: "[d]ie Fremdsprache ist weniger 
Gegenstand des Unterrichts als vielmehr ein Medium zur Bewältigung von fachspezifischen 
Lern-und Arbeitsprozessen. Hieraus folgt, dass der gezielte Aufbau fachsprachlicher 
Elemente im Mittelpunkt der sprachlichen Lernprozesse stehen muss" (Otten/Wildhage 
2007:18). This defines the relationship between language and content rather 
straightforwardly. While former is seen as a tool to acquire knowledge and skills in the 
respective content subject, latter is considered to be the underlying purpose and target of 
teaching. Furthermore, Otten and Wildhage explicitly say that if language teaching takes 
place in the content subject, the subsequent acquisition of content-specific linguistic 
competence is the ultimate purpose and not a deeper understanding of the foreign language as 
such. In other words what has to be constantly improved are the tools, yet they remain in their 
supportive position and never become the explicit target of learning and teaching as such.   
As for Geography, which is the target content-subject of the teaching materials in 
question, there seems to be accordance with the primacy of the content subject, since "[a]us 
der Sicht der Sachfachdidaktik ist der bilinguale Unterricht nur von Interesse, wenn das 
Sachfach nicht unter den fremdsprachlichen Anforderungen leidet" (Meyer 2009:8). This 
obviously indicates that some of the debate originates from"[...] content teacher[s] [who are] 
concerned about the consequences of foreign language use on the students' eventual 
knowledge of the subject" (Dalton-Puffer 2007:5). From the perspective of any content-
subject this is a rather comprehensible position, since they are indeed interested in developing 
their content-specific practices and techniques and are therefore not interested in concepts 
which slow down the progression of the subject. To be precise, "[t]he concern reflects two 
fears: firstly, that the foreign language may slow down proceedings so that less subject matter 
can be covered and secondly, that lower language proficiency may result in reduced cognitive 
complexity of the subject matter presented and/or learned. The concern is thus about both 
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coverage and depth" (ibid.). Hence the (justified) position that Geography and its related 
didactics and paradigms have undoubtedly to be in the foreground of teaching (cf. Ch. Sitte 
1998). However, it has to be admitted that although   
[d]uring the past fifteen years a considerable number of studies have appeared,  
especially in  Scandinavia and Germany, which provide empirical evidence of the  
linguistic advantage of pupils when they are taught non-linguistic topics in an  L2  
[...] [,] [s]cepticism remains [...]  as to whether the acquisition of knowledge is  
similarly efficient [...] (Stohler 2006:41).  
Additionally, the worries about the negative influence of CLIL on the content-subject may be 
due to the circumstance that "[m]any scholars tend to believe that within the CLIL paradigm 
content subjects are taught in a foreign language only to improve the students' foreign 
language competence" (Wolff 2007:16). As was already shown, this is clearly not the case. If 
it was then all content subjects would be mere topics in a second language curriculum and 
would therefore not enhance the students' cognitive and technical competences in such 
manifold ways at it is the case.   
On the other hand, regarding language as a tool for knowledge acquisition does not 
mean that "[...] language as such should not be focused upon in the classroom" (ibid.). Or 
using the metaphor once again: if you have tools which help you to get your engine working, 
why not taking a sporadic look at them so that they are polished and up-to-date? Even if 
"[l]anguage may not be the designated subject of in-class interaction in CLIL, [...] there are 
language-related goals on top of the content subject related ones or else what would be the 
point of doing CLIL at all?" (Dalton-Puffer 2007:6). Therefore, language and content have to 
be considered as inseparable within CLIL which is thereby "[...] eliminating the artificial 
separation between language instruction and subject matter classes which exists in most 
educational settings" (Brinton/Snow/Wesche 2008:2).   
The problem which arises now is how exactly we have to define the specific 
relationship between language and content or, more precisely, there is a "[...] need to make 
explicit the interrelationship between content objectives and language objectives" 
(Coyle/Hood/Marsh 2010:36). If the language component of a CLIL setting is supposed to 
cater to the specific content-subject we have to identify specific language  needs which occur 
in the respective context. This, of course, is a very specific and thus particular task, since, as 
we have seen before, CLIL is very much anchored in unique settings.  
Nevertheless, there are general categories which are likely to be applicable to any 
classroom situation imaginable. These are expressed in the so called 'Language Triptych' 
model, which does indeed clarify the interrelationship between language and content and, 
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moreover, in what ways language may be used to support the acquisition of knowledge. 
Again, this model of the CLIL language of instruction constitutes a triangle:  
Language of learning is an analysis of language needed for learners to access basic 
concepts and skills relating to the subject theme or topic. [...] For the subject teacher 
[this] requires greater explicit awareness of the linguistic demands of the subject or 
content [...] 
Language for learning focuses on the kind of language needed to operate in a foreign 
language environment. [...] Developing a repertoire of speech acts which relate to the 
content, such as describing, evaluating and drawing conclusions, is essential for tasks 
to be carried out effectively. [...] 
Language through learning is based on the principle that effective learning cannot 
take place without active involvement of language and thinking. When learners are 
encouraged to articulate their understanding, then a deeper level of learning takes 
place. [...] (Coyle/Hood/Marsh 2010:37; bullet points added)  
If a teacher considers these three points while preparing a CLIL module, the language-
component heavily supports and enriches the content-component. The first of the three 
elements, language of learning, gives the teacher the opportunity to critically reflect on 
subject-specific vocabulary and the concepts which underlie them. However, this is not only 
true for the teacher, but also for the students themselves. Especially in Geography, this leads 
to certain advantages:   
[e]in Vorteil des bilingualen Unterrichts gegenüber dem Erdkundeunterricht auf  
Deutsch liegt darin, dass der Blick im kontrastiven Vorgehen auf die Sprache  bzw.  
auf die Begriffs-  und Vorstellungsbildung gelenkt wird. Schüler  hinterfragen  
einen auf Englisch eingeführten  (Fach-)Begriff und setzen diesen in  Beziehung  
zum deutschen (Fach-)Begriff (Meyer 2001:31).  
By this, the bilingual teaching, which is a form of CLIL, encourages the learner to think not 
just in content-specific vocabulary and its underlying concepts, but about them as well. This 
results in a far deeper and more holistic understanding of the subject terminology. Thus the 
content-subject can actually benefit from the language-component introduced by CLIL.   
The second aspect of the language needs model, language for learning, serves the 
communicative purpose which is rather a demand on behalf of language teaching. Yet, if the 
learners are encouraged and empowered to communicate about the content, active discourse 
which puts the subject-theory into practice,  takes place. Thus the potentially otherwise 
passively perceived content of the subject is turned into an active product of discourse.  
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This is closely linked to the third pillar, language through learning. Due to the 
meaningful communication stimulated the by content, the subject matter becomes alive and is 
within immediate grasp of  the learners' world. As a result, it is not simply theory presented 
by the teacher or materials, but rather of proximate relevance in the process of both 
communication and learning. By acting out communication, students are involved and in turn 
are stimulated to actively think about the content.  
So as a conclusion, language and content are no opposites of a pedagogical spectrum, 
but rather form a symbiosis which results in a deeper and more sustainable kind of learning of 
both language and content  
3.2. Towards a concept of integrated didactics 
Although the dispute over the relationship between language and content is very central to the 
actual application of CLIL, it is only one field where the didactics of language teaching and 
the respective didactics of the content-subject have to be brought to convergence. As for our 
purpose, a synthesis of the content subject geography and economics and modern 
requirements of language teaching is essential if we want to evaluate teaching materials which 
were specifically produced for CLIL.  
Obviously, course books of high quality will have to consider the good practice of 
both worlds. Therefore, it is necessary to have a very brief look at the basic principles of 
didactics of Teaching English as a Foreign Language, since the respective course books are 
written for bilingual education in English. Additionally, we have to consider the same for 
geography and economics, because of the fact that we have elaborated on earlier, namely that 
CLIL does not substitute the paradigms and content of the content-subjects in any way. As for 
the current established practices in teaching English, we have already encountered the 
approach of Communicative Language Teaching, which is basically the paradigm in practice 
within the Austrian school system. A more detailed account of the principles of CLT was 
already given above, which is why in this section, for the sake of the argument's cohesion, 
only a short summary of the relevant principles, which have partly been elaborated in the 
second chapter, is given. CLT is based on foundations which can be characterised as follows:    
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Language is a tool for communication. 
Diversity is recognized and accepted as part of language development. 
Learner competence is relative in terms of genre, style and correctness. 
Multiple varieties of language are recognized. 
Culture is instrumental. 
There is no single methodology for language learning and teaching, or set of 
prescribed techniques. 
The goal is language using as well as language learning (Coyle/Hood/Marsh 
2010:32f.) 
From these principles, we can derive certain features which have to be considered in the 
respective teaching material. First of all, if language is a tool for communication, then the 
course books should stimulate meaningful communication by the means of meaningful tasks 
or questions which serve as a basis for productive discourse among the students. This is 
closely related to the communicative goal of language use as well as language learning, which 
implies a certain 'learning by doing' methodology.  Secondly, a point where CLT is 
immediately related to CLIL, is the cultural aspect as well as the variety of language. For the 
context of geography and economics, it is probably not likely that the course books offer a 
great variety of registers apart from the formal one. Given the primacy of the content-subject, 
this is justified, since learning Geography in English is rather a situation which takes places in 
a formal setting, since even if students are to present projects, problems and so on, they would 
not choose a dialect or informal variety of the target language. However, the cultural aspect of 
language is a topic, for example if the teacher chooses to work with newspaper articles in  the 
classroom. Teaching material of high quality should therefore, at least peripherally, draw 
attention to certain conventions of a language and their purposes – especially if we consider 
the fact that CLIL explicitly considers the culture of the target language as its fundamental 
goals (cf. page 20).   
So there are first hints to what the course books have to contain in order to be 
evaluated as true CLIL-learning-materials. Yet, an aspect which we have not tackled so far is 
what are the basic demands on behalf of the content-subject geography and economics from a 
didactic point of view. This is important, because, as we have seen, the content-subject has no 
interest in lowering the learning output of its students. Therefore, a truly good CLIL course 
book has to be both a well designed language textbook (or at least has to deal with the 
language-component in some way), as well as a good Geography textbook.    
 29
 
3.2.1. Basic principles of didactics in geography and economics and its demands of CLIL 
The history and development of didactics in geography and economics is as rich and varied as 
in any other school-subject. Because this thesis has its focus rather on English and not on 
Geography, this section will just focus on relevant and fairly recent principles and paradigms 
within the subject. Additionally, it will be explored what benefits the representatives of 
didactics are hoping to get from CLIL. As a consequence, the thesis presents a very distinct 
view of the topic and does not give a complete account of the complex landscape of subject 
didactics in geography and economics. Furthermore, the arguments and attitudes presented 
may be very specific to the Austrian discourse of the subject. However, since one of the major 
concerns in the analysis and evaluation of Geography textbooks lies with an Austrian course 
book series, this is a sensible and justified perspective on the subject.   
Like in CLT or CLIL respectively, there are no strictly prescribed methodologies to 
teach geography and economics in the classroom in Austria. There is a great variety of aims 
and techniques which a teacher can apply as well as various learning theories to which he or 
she can commit to. Nevertheless, there are certain principles which are considered to be of 
fundamental validity within the didactics of Geograhy and Economics: "[d]as Schulfach soll 
Motive und Auswirkungen, Regelhaftigkeiten und Probleme menschlichen Handelns in den 
beiden [...] eng miteinander verflochtenen Aktionsbereichen "Raum" und "Wirtschaft" 
sichtbar und verständlich machen. [...] "Geographie" und "Wirtschaftskunde" bilden nach 
dieser Sicht eine Ganzheit und sind nicht zwei getrennt nebeneinander stehende 
Lernbereiche" (Sitte 2001a:162f.). This is very important, because geography and economics 
are indeed integrated areas within the subject and cannot be separated at all.   
The reason for this inseparability is deeply rooted in the recent concept of didactics 
which has the following characteristics: 
[Das didaktische Basiskonzept] [...] stellt den in gesellschaftlicher Bindung räumlich 
und wirtschaftlich handelnden Menschen in den Mittelpunkt des Unterichtsfaches.  
Das dem Fach zugrundeliegende [...] Konzept ist daher ein gesellschaftsorientiertes 
Handlungskonzept. [...] 
Wie, warum und unter welchen subjektiven, sozio-kulturellen und physisch-
materiellen Gegebenheiten raum-und wirtschaftsbezogene Handlungen zustande-
kommen, sollen Heranwachsende an lokalen, regionalen und globalen 
Lebenswirklichkeiten kennenlernen [...].  
Die Vermittlung von Fakteninformationen über Länder und Staaten tritt [...] sehr stark 
zurück. [...] Wichtig ist [...] jedoch, daß Schülern beigebracht wird, solche 
Informationan zu finden und kritisch zu verarbeiten. (Sitte 2001a:163; bullet points 
added) 
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These four basic principles of the subject geography and economics are very much centred  
around the reality of students. Its anchor is always human activity and influence in spatial and 
economical terms, which are supposed to be brought in convergence with the respective 
teenager's personal reality. If we look at the third point, it becomes apparent that the subject 
strives to do so an different scales which are, if we follow the order precisely, developed 
inductively. This is important, because the spatial component of Geography obviously is an 
ever-present one and is thus also a major factor on the local, particular scale of every student's 
life.  
The reason why this has to be pointed out is that education in Geography should 
always try to establish a connection to the students' lives when dealing with a topic. As a 
consequence, a course book should do the same. To be fair, the authors of a course book 
cannot take account for every single particular reality of their target audience, since this 
would require at least a special edition for every federal state. However, an Austrian course 
book can achieve this easily on the scale of the national state by connecting topics of, for 
example, a global dimension to Austria as a particular agent in a globalised world.   
The other points of the basic principles of didactics are concerned with the 
empowerment of the individual. The subject's underlying concepts of action and its 
orientation towards society is an indication that its tries to educate the individual so that he or 
she can act as a self-reliant and emancipated member of society. This is closely related to the 
concept of 'handlungsorientierten Unterricht', which is a didactic concept and very prominent 
in geography and economics. "Handlungsorientierter Unterricht zielt in erster Linie auf die 
Entwicklung gesellschaftlicher Handlungskompetenz, auf den Aufbau eines politischen und 
zum handeln aktivierenden Bewußtseins" (Sitte 2001b:305). Its most common realisation is 
the well-known 'Schulprojekt', which has a product as its aim which is supposed to add 
actively to the process of democracy.   
This, in turn is an expression of the highest achievable output from learning, namely 
critical- emancipatory thinking. The didactics in geography and economics distinguishes 
between four levels of output from learning, characterised by increasing complexity. These 
can be sketched as follows:   
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[Kein reflektiertes Vermittlungsinteresse]: [...] alle Inhalte, die in Form linearer 
Wissensvermittlung von Lehrpersonen an SchülerInen weitergegeben werden, ohne 
jeden weiteren Begründungszusammenhang [...]. 
Durch das technische Vermittlungsinteresse werden inhaltlich Lernprozesse gesteuert, 
die kurz gesagt einer "Wenn - Dann" Rationalität unterliegen. [...] 
[Beim] praktische[n] Vermittlungsinteresse [...] [tritt] eine Expansion des Subjektiven 
[...] und damit der Aspekt einer differenzierten Wertebegründung bezüglich 
problematisierter Fragestellungen [auf]. [...] Es werden Lebenssituationen entworfen, 
die sich an einer fortgeschrittenen Moderne orientieren, und für die gilt es, für die 
SchülerInnen Bewährungs- und Bewältigungsszenarien zu entwerfen 
[Beim emanzipatorischen Vermittlungsinteresse] [...] würden nunmehr Sachverhalte, 
die technisch.zweckrational und praktisch aufgearbeitet wurden, nach möglichen 
Alternativen oder Widersprüchen unter dem leitenden Interesse an Mündigkeit und 
Selbstbestimmung befragt werden (Vielhaber 1999:12-17; bulettpoints added) 
These stages of increasing complexity can be seen as a continuum which are achieved or not 
in the course of every act of learning. As we have seen before, the content-subject of 
geography and economics is based on principles which empower and actively involve the 
individual in society. In turn, learning should always pursue the highest aim of teaching, 
namely the emancipatory aim. It is clear that probably not every lesson in class or every 
module in school will successfully activate every learner to critically rethink his or her 
environment. This may be due to the specific content, which, for example does require 
technical mediation (like working with maps or atlases), or due to institutional circumstances, 
for example a teacher's lacking repertoire of methods. However, it should, nevertheless, 
always be the final goal of learning.    
Therefore, since teaching materials are supposed to support the teacher and the learner 
alike, our course books under examination should somehow encourage critical reflection on 
the respective topic which they are presenting. Otherwise, fundamental elements of didactics 
within the subject would be disregarded.   
After we have now discussed the most fundamental aspects of didactics in geography 
and economics, it would be interesting to examine which expectations the content-subject has 
with regard to CLIL. Interestingly, whenever the (Austrian or German) academic literature 
deals with a particular form of CLIL, it is the one of bilingual education which is in the 
spotlight. As will be elaborated later on, this is not surprising, since it is a very common 
realisation in Austria and Germany. For the scope of this thesis this is especially interesting, 
because both the Austrian course book series Do it in English-Geography as well as its 
German counterpart Diercke Geography for bilingual classes were, obviously, written for a 
bilingual setting. In this respect it is interesting to have a look at how the content-subject 
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perceives the aims and potential benefits of CLIL, or more specifically bilingual education, 
because this provides important input with regard to whether or not the teaching materials in 
question are designed in a satisfactory and proficient way.    
One major issue on part of the content-subject seems to be the cultural component. 
Weber (1993:32f.), for example distinguished between cognitive and affective aims in 
connection with bilingual education. The former are characterised by skills in the foreign 
language, technical vocabulary, competences in the content subject and in the target 
language's culture. The latter are subsumed under the term transnational communicative 
competence, which relates to the ability to respect other cultures and to show empathy for 
different lifestyles and traditions. Another didactic concept which heavily relies on cultural 
awareness is the bilingual triangle, which is defined as "[...] Inhalte und Gegenstände 1. der 
eigensprachigen, 2. der zielsprachigen Kulturen und Gesellschaften und 3. 
kulturübergreifende, kulturunabhängige, globale und universale Phänomene und 
Sachverhalte" (Hallet 1998, quoted in Breidbach 2003:14).   
This emphasis on the cultural dimension is very interesting. On the one hand, it 
perfectly fits into the concept of CLIL, which defines the cultural component as one of its 
pillars. On the other hand, especially if we look at the bilingual triangle, cultural competence 
is a much more prominent factor than in CLIL, which also stresses the importance of other 
aspects such as professional skills. The focus on culture reflects a very European view on 
languages, since one of the explicit objectives of plurilingualism by the European Council is 
"that the rich heritage of diverse languages and cultures in Europe is a valuable common 
resource to be protected and developed, and that a major educational effort is needed to 
convert that diversity from a barrier to communication into a source of mutual enrichment and 
understanding;" (CEFR 2001:2). Thus, didactics of bilingual education in Geography can be 
seen as a practical implementation of the respective objective.   
However, there are also more content-specific demands on behalf of didactics. "Von 
der Seite der Fachdidaktik GW ist die Verwendung von authentischen Materialien von 
besonderer Bedeutung. Diese Materialien umfassen darstellende Texte und mündliche 
Schilderungen, die durch Erklärungen (mündlicher und schriftlicher Art) ergänzt werden" 
(Lidauer 2001:143). Of course, this is linked to the overall concept of CLIL, which also 
promotes authenticity as vital, but clearly the content-subject regards it as particularly 
important. This, however is not without its problems, as was shown by Widdowson 
(1990:44f) and which will be discussed later on (cf. 4.1.2.).  
 33
  
A demand on the part of didactics in geography and economics, which is not explicitly 
mentioned in the CLIL literature is the aspect of gradual introduction of the target language:   
[w]eiters ist von der Fachdidaktik GW her zu fordern, daß sich der Einsatz  
fremdsprachiger Materialien in mehreren Stufen vollzieht: Am Beginn sollte eine  
"Gewöhnungsphase" an diese neuen Medien stehen". [...] Sehr gut geeignet sind  in  
diesem Zusammenhang einfache Arbeitsaufträge, die eine Interaktion mit den  
fremdsprachigen Medien zum Ziel hat. [...] Auf einer zweiten Stufe können Texte  
und andere Darstellungen aus den verschiedenen Quellen  eingesetzt werden. [...] Auf  
einer dritten (und schwierigsten) Stufe dienen authentische Materialien  
hauptsächlich als Vehikel für kulturelle Botschaften. (Lidauer 2001:143f.) 
This approach to the gradual introduction of materials in the L2 appeals to intuition and seems 
to have profound face-validity. Its advantage is that both the subject-teacher and the students 
alike can get used to the new situation in the classroom. Interestingly, the final aim on the 
most complex third stage of introduction is again the mediation of cultural messages and 
consequently the raising of cultural awareness.  
Obviously, the cultural component is perceived as a central reason for teaching in a 
CLIL environment at all. However, with regard to the specific Austrian educational context, it 
is problematic to define what the target culture actually is. Since the course books which will 
be examined below are apparently written for the target language English, things get 
complicated. Due to the fact that developing professional skills is an explicit rationale for 
bilingual teaching in the classroom, it is fairly safe to claim that the intention behind it is to 
teach English as a lingua franca rather than a second language in the sense of the famous 
immersion programmes (cf. Brinton/Snow/Wesche 2008:7ff., Navés 2009:22ff.). While the 
latter were situated in a bilingual setting on the national level (like in the French-Canadian 
state of Quebec), where a clear second language and culture can be identified, it is difficult to 
grasp what the target culture of English as a lingua franca is. Is it the cultures of the United 
Kingdom, Commonwealth, United States, or the whole Anglophone world? Or is it a global 
culture (if there is such a thing at all) which is gradually shaped by the internationalisation of 
our lifestyles? Even if we consider the specific European context and the European Council's 
aim of mutual cultural respect on the continent, what is this European culture we are talking 
about? Since it is not the intention of this thesis to answer this highly complicated questions, 
they will have to remain unanswered, because the answer is not at all an obvious one.  
What has become obvious though is the necessity to assure the convergence between 
the didactics of the content-subject and language teaching, or rather CLIL. As we have seen, 
there is plenty of overlap between the two, because the cultural component and the 
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importance of authenticity seem to constitute a promising denominator. Yet, "[d]ie originären 
geographischen Zielvorstellungen [...] bilden auch die Grundlage des bilingualen Unterrichts 
und haben aus geographiedidaktischer Sicht oberste Priorität" (Meyer 2006:160). As a 
consequence, the fundamental principles such as Geography as a 'gesellschaftsorientiertes 
Handlungskonzept' and the different levels of mediation have to be integrated in both the 
CLIL classroom and its accompanying materials. The problem now is how to do that and shall 
be addressed in the following section.    
3.2.2. A concept of converging didactics 
It is clear that CLIL is a different educational setting than the traditional division in content-
subjects and language subjects. An issue which accompanies this new learning environment is 
the question whether CLIL as an approach needs its own set of didactics or if it has to be seen 
as a mere addition to the respective content-subject. In our case of bilingual education, it is 
clear that it is "[...] ein transdisziplinäres Phänomen, bei dem Fremdsprache und Sachfach 
kooperieren müssen" (Abendroth-Timmer et.al. 2004:14). CLIL, of course provides means 
and principles which bring language and content-subjects closer together, yet it has, so far in 
our discussion, not explicitly stated how this convergence is supposed to be implemented.   
The specific aims of CLIL demand specific methods if the didactics of content-
subjects and language teaching want to succeed in supporting the learner in his or her 
particular environment and at the same time to achieve a balance between language and 
content. This requires that in a bilingual classroom, the teacher has to see through the eyes of 
language teaching as well as the content-subject. "Hieraus folgt, dass sich eine Didaktik und 
Methodik des bilingualen Unterrichts nicht aus der Addition von Fremdsprachen- und 
Sachfachdidaktik ergibt, sondern dass sie ein eigenständiges Profil - differenziert in 
fachspezifische und fächerübergreifende Elemente - haben muss" (Otten/Wildhage 2007:23). 
If we look at the section above, distinguishing between subject-specific elements and those 
which show an interrelation between language teaching and the actual content seems sensible 
and plausible. This distinction is a first step to assure that each side has its place when it 
comes to concrete and practical teaching.   
However, if we want to clarify how didactics in the bilingual setting are supposed to 
work, this binary distinction is rather vague. Hence, Otten and Wildhage draw a more detailed 
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sketch of a concept of integrated didactics, formulating six claims, which we will now discuss 
briefly:  
These 1
Integration von Inhalt und Sprache bedeutet für das bilinguale Sachfach die  
Verwendung der  Fremdsprache als Arbeitssprache. Ausgangs- und Bezugspunkt  
didaktischer Planung ist  damit zunächst die Didaktik des Sachfaches.  
Fremdsprachendidaktische Konzepte und  Methoden unterstützen die  
fachspezifischen Lehr- und Lernprozesse. (Otten/Wildhage 2007:24)  
The first thesis basically covers what has been elaborated before, namely that the content-
subject is the hub of CLIL in the classroom. As has been mentioned before, this is just logical, 
since otherwise all subjects would finally be altered into topics of language teaching. Despite 
the primacy of the content, the language component is seen as a beneficial addition to the 
respective subject.   
These 2
Integration von Sprache und Inhalt bedeutet deshalb zunächst eine gezielte  
Erschließung der  bisher ungeahnten Chancen für die Sachfächer selbst, die sich  
aus den erweitereten  fachlichen Perspektiven in der Dimension des interkulturellen  
Lernens und durch die Verwendung von Fremd- und Muttersprache als  
Arbeitssprache ergeben. (Otten/Wildhage 2007:25)  
The second thesis stated by Otten and Wildhage implies two things. On the one hand, it 
indicates that the content-subjects themselves have neglected the language and cultural 
component so far and that they have yet to reach their full potential. It also is an 
encouragement for intensive research, since if we have not discovered all possibilities yet, the 
time has definitely come. On the other hand, the thesis explicitly demands that education is 
indeed bilingual. Otherwise, benefits like, for example, the holistic reflection on technical 
terms (cf. page 23) cannot be realised. This serves the model of CLIL just well, because 
appropriate competence in the mother tongue has been identified as one of its fundamental 
subjects.    
These 3
Die Integration von Inhalt und Sprache im Sachfach erfordert, dass die Formen des  
Lehrens sich am derzeitigen Wissensstand über institutionellen Spracherwerb  
orientieren. (Otten/Wildhage 2007:27)  
For the context of this thesis this means that language in the content-subject geography and 
economics has to be taught communicatively. This is, however, stating the obvious, since a 
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model of bilingual education is a realisation of CLIL, which in turn has evolved from 
Communicative Language Teaching.    
These 4
Integration von Inhalt und Sprache im bilingualen Sachfach zur Optimierung der  
sachfachlichen Lehr-und Lernprozesse bedeutet die systematische und gezielte  
Unterstützung der sprachlichen Komponenten in komplexen Lernsituationen.  
(Otten/Wildhage 2007:28) 
   
This is clearly a demand for scaffolding, or language support respectively, in the bilingual 
classroom and overlaps with the requirement of  the gradual introduction of the foreign 
language, as it was stated by Lidauer (2001:143f.).  It foregrounds the careful and individual 
treatment of the language learner in the CLIL classroom. The intention is to assure that the 
learner output is of high quality and an enrichment for the individual. Within the aspect of 
language support, the focus of this thesis, learning materials, is a crucial element: "[...] das 
klassische CLIL-Lernarrangement weist demnach die folgenden Komponenten auf: materials, 
tasks, support [...]" (Otten/Wildhage 2007:30). Therefore, a central point of the evaluation of 
the textbooks in question will be in how far they provide language support for the learner.    
These 5
Integration von Sprache und Inhalt im bilingualen Sachfach bedeutet Orientierung an  
einem  Konzept funktionaler Mehrsprachigkeit. (Otten/Wildhage 2007:31)    
This postulate ensures that the respective use of either the first or the second language is 
motivated by a specific, professional purpose rather than  an arbitrary switching between the 
languages. Texts in the L1 or L2 respectively are combined with tasks in the other language, 
such as reading a German text and giving a presentation in English. Thus a level of deeper 
meaning and function to the use of both languages is added, since a potential real-life 
situation from working life is simulated. This gives the language environment a much more 
natural character.  
These 6
Integration von Inhalt und Sprache bedeutet für die fächerverbindende Koordination  
von Fremdsprachen- und bilingualem Sachfachunterricht eine gezielte arbeitsteilige  
erschließung  und Nutzung von Synergieeffekten und die entscheidende  
Akzentuierung des jeweiligen Profils von Sachfach- und  Fremdsprachenunterricht.  
(Otten/Wildhage 2007:32)    
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The last thesis postulated by Otten and Wildhage very much deals with institutional 
parameters. What is implied are basically three areas of cooperation between content-subjects 
and the languages, namely language across the curriculum (which refers to the teaching of 
language competence in basically all subjects), interdisciplinary methods which promote the 
acquisition of skills, as well as interdisciplinary cooperation on the level of content and topics 
across the subjects. Thus a holistic approach to teaching and learning is achieved, which is 
indeed in the spirit of CLIL.   
Overall, the six theses introduced above represent a very concrete sketch of what steps 
are necessary to achieve a practical implementation of the CLIL concept. Under the guidance 
of the content-subject, the language component broadens and enriches the scope of teaching 
and learning, by breaking down barriers between subjects and integrating otherwise isolated 
disciplines. Hence, this concept of integrated didactics provides a good model of how to 
actually realise CLIL's premise of content and language integration.  
3.3. Defining the target CLIL-context of the book series 
After investigating on the most fundamental theoretical principles and concepts which 
underlie the CLIL and the content-subject geography and economics, there is one final aspect 
which has to be investigated on. While the discussion of basic theories allows us to develop a 
catalogue of criteria in order to evaluate if the coursebooks subjected to analysis live up to the 
standards of CLIL, having a look at the concrete educational situation and demands in Austria 
will allow us to evaluate whether they are suitable for the Austrian market or an Austrian 
classroom respectively. After all, as was discussed above, CLIL  as well as the didactics of 
geography and economics emphasise the local and national dimension of learning.   
Therefore, this section will have a look at the forms of CLIL, with an emphasis on 
bilingual education, which, as was already indicates, is the most relevant for the Austrian 
context and the target situation of the teaching material in question. After having clarified the 
forms of CLIL, a brief look at the situation in Austria will be taken, before the section 
concludes with the national curriculum for geography and economics. The last point is 
important if we want to evaluate whether the textbooks indeed support the teachers and 
learners to achieve the goals which are demanded by the subject's didactics.    
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3.3.1. Forms of CLIL: bilingual education in the spotlight 
Since "[...] there is no one model for CLIL" (Coyle/Hood/Marsh 2010:14), several models of 
implementing CLIL have emerged over the years. There are "[...] a range of types which 
depend largely on the reasons for wishing to introduce the approach and the capacity to 
implement CLIL which is available within an educational setting" (ibid.). This, of course, 
makes a concrete discussion of actual implementations of the paradigm rather difficult, 
because the possibilities are nearly endless, especially if we consider the local dimension of 
the various schools which pursue different goals based on diverse reasons. As a consequence, 
we will have a look at just some possible variants of CLIL.   
A first, basic distinction between the various forms of CLIL models, is their respective 
extent to which they expose the learners to the L2 as an instructional language. Here, we can 
differentiate between extensive instruction through the vehicular language, where it "[...] is 
used almost exclusively to introduce, summarize and revise topics, with very limited switches 
into the first language" (Coyle/Hood/Marsh 2010:15), and partial instruction through the 
vehicular language, where only "[...] specific content [...] is taught through CLIL according to 
limited implementation periods" (ibid.). Thus, the total time of exposure to the L2 can be seen 
as one aspect of defining what type of CLIL model is implemented in a particular educational 
setting.  
However, there are more sophisticated ways to define a model. The CLIL-
compendium website postulates 8 basic forms of CLIL, which are based on characteristics 
such as the age of learners, target language(s), as well as the three basic dimensions of 
learning, namely content, language and skills (cf.  www.clilcompendium.com). Thus the 
following forms of CLIL-education can be distinguished:    
     
Figure 2: Forms of CLIL (http://www.clilcompendium.com/clilcompendium.htm)  
Since the target educational setting of the textbook series is obviously the bilingual form, it is 
where we put our focus. More precisely, the Austrian series Do it in English-Geography, is 
written for students from grade 9 to 12 (so approximately aged 15-19), while the German 
Monolingual  
14 - 20 years 
Bilingual  
14-20 years 
Multilingual  
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series Diercke Geography for bilingual classes is written for students from grade 7 to 10 ( 
aged around 14-17). therefore, we will examine the model of bilingual education between 14 
and 20 years in more detail.   
According to the CLIL- compendium, the total exposure to the target language is 
rather low to medium, which means that it is between 5-15 percent (low exposure) and 15-50 
percent (medium)of overall teaching time (cf. http://www.clilcompendium.com/keyt.htm#ex). 
So we are dealing with a partial instruction model of CLIL, which is, if we think about the 
very term 'bilingual education', rather obvious. Interestingly, "[t]he CLIL-type bilingual 
education includes all children in the learning of an additional language and builds flexibility 
in its conception of bilingualism. It does not require equal time for the two languages, nor 
does it call for "native-like" proficiency of bilingual teachers or bilingual children" (García 
2009:130). Regarding, the nature of bilingual education within CLIL, a few characteristics 
thus become obvious. First of all, by including all students, this concept of bilingual education 
is clearly aimed at a mainstream implementation, obviously as part of European language 
policy. Thus, it is quite different from other forms of bilingual education, like the immersion 
programmes, which aim at a specific minority group or language. Secondly, its rather 
practical criteria and its flexibility in teaching time and teacher proficiency, characterise 
bilingual education within CLIL as an enrichment of education rather than its purpose. In 
other words, it seems that the goal in terms of language skills is not a level which actually 
matches the first level, but rather the second language as a means of communication (in the 
case of English in a lingua franca).   
This is also reflected in the motivation behind implementing (especially English) in 
schools: "[m]uch of the drive for introducing CLIL with this age group [i.e. 12-19 years] 
relates to parental and school-based attitudes towards globalization, and this is where English, 
in particular, has a dominant position [...] (Coyle/Hood/Marsh 2010:20). As a result, the L2 is 
supposed to "[...] prepare students for opportunities which may require use of the CLIL 
language in later life. Therefore, some of the models found at secondary level place fairly 
high demands on cognition [...]" (ibid.). Apart from cognitive skills, other motives behind the 
establishment of bilingual education go hand in hand with CLIL in general, namely "[...] the 
use of two languages to educate generally, meaningfully, equitably, and for tolerance and 
appreciation of diversity [...]" (García 2009:6).  In other words, bilingual education tries to 
pursue a more holistic approach to education as well as its big brother CLIL.  
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Tangibly, in the model of bilingual education we are dealing now with, "[...] learners 
study a significant part of the curriculum through the CLIL language for a number of years 
with the intention of developing required content-learning goals and advanced language 
skills" (Coyle/Hood/Marsh 2010:21). Interestingly, we are again drawn to the very definition 
of bilingual education by the fact that just parts of the subject matter are taught in the target 
language. Hence it would be surprising if the coursebooks would only be written in the target 
language, namely English, which actually would not make them bilingual materials, but rather 
monolingual ones. This is indeed an issue which we are about to investigate on in the course 
of our analysis.   
Now that we have briefly sketched the basic CLIL model which is supposed to be our 
target situation in principle, one of the last elements we have to clarify in order to get a 
comprehensible picture of the concrete target CLIL-context of the book series, is to have a 
look at the educational situation of CLIL in Austria. After all, the book series of our primary 
concern was written specifically for the Austrian market.   
3.3.2. CLIL in Austria 
It seems that English as a foreign language is on the rise in Austria, because "[...] over the last 
ten years there has been a continuous growth in the use of English as a medium of instruction 
in Austrian (and indeed European)  mainstream schools [...]" (Dalton-Puffer 2002:4). This is 
not very surprising, if we keep in mind that plurilingualism is indeed a decided aim of the 
European Union.   
Its realisation was achieved at the beginning of the 90ie, when "[...] the Federal 
Ministry for Education, Science and Culture started a 'foreign language offensive': one or two 
foreign languages (English and French) at lower secondary level and two foreign languages 
(usually English and French [...]) at upper secondary are compulsory, and even a third or 
fourth modern language may be offered" (Abuja 2007:14). By this, the headstone for the 
development of CLIL in Austria was laid. In the Austrian education system, "CLIL is known 
under the term 'Englisch als Arbeitssprache (EAA) meaning the use of English (or any other 
FL) in teaching situations ranging from short projects to bilingual education throughout the 
whole school year" (Abuja 2007:16).   
Like with its original educational concept, CLIL, 'Englisch als Arbeitssprache' is a 
very broad term, in Austria, which makes it difficult to actually pin down to a concrete model 
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or practice. On the one hand, this is an advantage, since it gives the CLIL paradigm manifold 
opportunities to  be actually implemented. As long as CLIL's basic objectives are pursued and 
finally achieved, in the sense of utilitarianism, the end indeed justifies the means. However, 
this form of educational ethics is, on the other hand, not without its problems, because with 
this rather blurry perception of EEA, instances of inappropriate or inadequate implementation 
are likely to occur. Additionally, such a broad spectrum of teaching practices under the term 
of EEA raises the question where the concepts is actually heading. As a negative side effect of 
this circumstance, "[...] a clear formulation of its objectives is still a desideratum [...]" 
(Dalton-Puffer 2002:13). Judging from its CLIL background, the objectives are rather clear: 
to educate the individual more holistically and thus produce more (economically) capable 
subjects. Yet, what seems to have been left out is the road to get there, since a final goal is 
achieved by several intermediate steps. If these are lost in obscurity, the ends will neither be 
justified by its preceding means, nor, in fact, reached at all.   
     As a consequence, it was observed that "CLIL in Upper-Austria and in most of the 
rest of Austria is a voluntary enterprise driven mostly by individual teachers' motivation. 
Support structures hardly exist at all [...]" (Gierlinger 2007:80). Admittedly, Gierlinger's 
observation is based on regional experiences, yet they are symptomatic for a parallelism of 
political guidelines and educational practice. Obviously, by starting the before-mentioned 
'language offensive', education policy in Austria intended to promote the teaching and 
learning of foreign languages within the school system. However, without accompanying 
support structures and institutions which assure a high-quality implementation of the policy, 
the offensive seems to be rather ineffectually carried out. This becomes obvious when looking 
at Gierlinger's further criticism: 
There is very little, if any, methodological support for CLIL teachers. 
CLIL teachers will mostly work on their own without any language assistants. 
There are no external incentives for CLIL teachers, such as extra money or 
increased status. 
There is hardly any suitable material around; on the contrary, teachers have to 
create their own materials at their own costs. [...] 
There is hardly any support from the pedagogical authorities (Gierlinger 
2007:81) 
So overall, the situation in the Austrian educational landscape is very fragmented. It seems 
that politics has missed to assure the required infrastructure to carry CLIL to its full potential. 
For our discussion, especially the penultimate  remark concerning materials, is indeed a 
central issue. If the market for CLIL materials is characterised by a do-it-yourself-mentality, 
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releasing a sound textbook series would be a major opportunity to introduce good practice and 
a point of reference into the fragmented CLIL market in Austria. In this sense, the Do it in 
English-Geography series has not only a heavy didactic burden to bear - since it has to live up 
the high standards of CLIL - but also a political one - as a first attempt to professionalise 
CLIL materials and to find a common denominator within all the different practices. This may 
sound very idealistic, but, at least for the content-subject geography and economics, being the 
only officially approbated textbook series for bilingual education equals a trend-setting 
position on the market.   
Due to this unfortunate fragmentation, it is difficult to decide which specific 
realisation of EAA the textbook series could be considered as its target context. One solution 
to this problem is to again have a look at didactics in geography and economics, as well as 
politics. Lidauer claims that there are four intended variants of EAA within the schools 
system, which were proposed by a commission of experts on behalf of the Ministry of 
Science, Education and Culture:  
- Variante 1: Englisch wird als Arbeitssprache phasenweise im regulären    
Fachunterricht   
eingesetzt; Fachinhalte werden in solchen Phasen hauptsächlich mit Hilfe der  
Fremdsprache erarbeitet.  
- Variante 2: Bestimmte sprachliche Fertigkeiten ("skills") werden in einem  
fächerübergreifenden Unterricht erarbeitet [...]. Primär sollen Fertigkeiten mit  
universalem  Charakter erarbeitet werden [...]  
- Variante 3: Der gezielte Einsatz von Englisch als Arbeitssprache in Kleinprojekten.  
-Variante 4: Hier wird ein länger dauernder, ununterbrochener fremdsprachiger  
Fachunterricht in einem oder mehreren Fächern im Rahmen des Regelschulwesens  
angestrebt. (cf. Abuja/Heindler 1993, quoted in Lidauer 2001:140)   
Honestly spoken, this does not lead us really further, except that the diverse possibilities of 
implementing EAA now seem to be summarised in four variants. Yet, if we take a look at 
didactics, it appears that "[a]us der Sicht der Fachdidaktik Geographie und Wirtschaftskunde 
erscheint die Variante 1 als besonders zielführend. Die übrigen Varianten beinhalten zwar 
auch die Idee, die Fremdsprache als Arbeitsmittel einzusetzen, betonen jedoch mit 
unterschiedlichem Gewicht die Aspekte des reinen Fremdsprachenunterrichts" (Lidauer 
2001:140).   
For our bilingual setting, this works, because if we would deal with a variant of CLIL 
where the target language is solely used, it would not be a form of bilingual education.  
Furthermore, if we stick to the rule that the anchor of CLIL is indeed the content-subject and 
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variant 1 apparently fits best into its principles, we are confronted with a grave argument in 
favour of it. Therefore, we will consider the target model of EEA as it is defined by variant 1, 
namely phases of learning where content is learned through the L2. This means that the 
materials have to assure on the one hand, the respective topic is elaborated on in a way which 
lives up to the expectations of the content-subject, while on the other regarding the principles 
of CLIL.   
This leads us to the final piece of the puzzle concerning the target context, namely 
what are the learning and teaching aims for the respective grades in the Austrian school 
system for geography and economics. Clarifying this question will allow us in the consecutive 
analysis to evaluate whether the textbook series perform competently on the side of the 
subject's didactics or not.   
3.3.3. The Austrian curriculum for geography and economics 
Apart from the ideas and expectations which are brought forward by its didactics, the content-
subject geography and economics has explicitly predetermined educational objectives, which 
are specified in the curriculum. Here, we have to distinguish between three parts of the 
curriculum for the subject, namely 'Bildungs- und Lehraufgabe', 'didaktische Grundsätze' and 
'Lehrstoff' (cf. BMUKK 2004). Furthermore, Austria has separate curricula for the lower 
secondary, upper secondary, as well as the respective schooltypes (i.e. AHS, BHS, HAK, 
etc.). Since the Austrian coursebook series subject to evaluation is recommended for the upper 
secondary of an AHS (cf. Sonnenberg 2007:1), we will have a closer look at the its 
curriculum for geography and economics.   
The first part of the curriculum, 'Bildungs- und Lehraufgabe' is very general. The aim 
of the subject is defined as follows:   
Der Geographie- und Wirtschaftskundeunterricht soll Motive und Auswirkungen,  
Regelhaftigkeiten und Probleme menschlichen Handelns in den eng miteinander  
verflochtenen Aktionsbereichen "Raum, Gesellschaft und Wirtschaft" sichtbar und  
unter dem Gesichtspunkt der Politischen Bildung verständlich machen. (BMUKK  
2004:1)  
In other words, the subject is supposed to make the causal chain of certain decisions explicit 
and aims at a the awareness of the interrelatedness of society, the economy and their spatial 
components - a highly complex anticipation. In connection with this aim, the curriculum 
defines the mediation of 'Sythesekompetenz' through the subject, which refers to the 
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capability of learners to establish links and relationships between certain problems instead of 
looking at them in isolation.   
This is a very interesting point for the analysis of the course books, since, due to the 
fact that they actually represent case studies of complex topical areas, they should make 
interrelations between problem areas explicit. Of course, one could argue that this would be 
the teacher's job. However, in a CLIL  context, where the learner should be empowered to 
develop his or her skills in the best possible autonomy, materials are without a doubt effective 
means to support individual processes of higher cognition and therefore to secure the learning 
outcome. Apart from 'Synthesekompetenz', the curriculum lists five others, namely 
'Methodenkompetenz', i.e. using modern media for information and presentation; 
'Orientierungskompetenz', i.e. basic knowledge of topography and the capability to use 
acquired knowledge in everyday life; 'Umweltkompetenz', i.e. awareness of the environment 
and our responsibilities towards it; 'Gesellschaftskompetenz', i.e. awareness of gender, mass 
media, politics and consumption; and finally 'Wirtschaftskompetenz', which is basically 
micro- and macroeconomics and their interrelatedness as well as knowledge of basic 
structures of working life.   
In the evaluation conducted bellow, we will just have a look at whether or not the 
course books support the synthesis of the presented subject matter. The reason for this is, on 
the one hand, a purely pragmatic one, because having a look at all the competences and their 
support would lead us too far astray from CLIL. On the other hand, latter is indeed the reason 
for focusing in synthesis, since it perfectly fits into the holistic approach of CLIL. Thus, 
supporting the cognitive linking of problem areas is a demand stated by both systems (i.e. the 
content-subject and CLIL).   
The second section of the curriculum concerning the didactic principles of teaching 
geography and economics basically contains two guidelines. First of all, the teacher is 
supposed to show individual responsibility for teaching the subject matter and, in return, is 
granted a fairly high amount of freedom of how to teach the subject. Secondly, it states that 
the topics and learning aim are supposed to be tackled in an increasing amount of complexity 
and synthesis. Again, we encounter the factor of synthesis as a key element to learning. 
Besides these two basic demands, the curriculum considers the learner's active engagement as 
central to the learning process. This, once more, ties in with CLIL, which wants to create 
meaningful, active and communicative interaction. Therefore, the aspect of in how far the 
tasks encourage learners to actively deal with the topic, will be part of the evaluation.  
 45
  
The third major part of the curriculum is basically the subject matter and what aspects 
are supposed to be discussed in the course of teaching. Since we are analysing an approbated 
course book series for the Austrian market, its content has to be in accordance with the subject 
matter in the curriculum. In how far the actual content and its presentation live up to the 
guidelines of the actual curriculum is a different kind of matter. Just because I put a chapter 
about economy into a course book does not necessarily mean that I stick to the problem areas 
defined in the curriculum. The analysis of the teaching materials will consider this by 
providing a brief overview of the chapters in the books while linking it to the curriculum. 
This, of course, will only be conducted for the Austrian textbooks, since Germany has its own 
aims and curricula.   
Finally, we have all the puzzle pieces together to define the target context of our 
Austrian course books. The only thing we have to do now, is to link them to the concept of 
CLIL and our analysis.  
3.4. What are the implications for the course book analysis?   
    
After having discussed both sides of the medal (i.e. CLIL and Geography) behind the teaching 
materials in question, it is necessary to sum up what we have discovered so far in relation to 
the features which teaching materials are supposed to have from a theoretical point of view.  
The first point which was illustrated by discussing the concept of CLIL is that a 
holistic approach has to be pursued by any material which is produced under the label of 
CLIL. This is achieved by regarding the five pillars of the paradigm, namely content, 
competence in the first language, competence in the second language, cultural awareness as 
well as professional skills. These premises are most likely to be transferred into a textbook by 
the means of tasks, critical questions, comments or cross references to external resources, 
such as the internet. In short, there has to be some kind of meta level which helps the learner 
to make himself aware of elements which go beyond the level of pure cognitive knowledge.   
Secondly, as was also emphasised by the CLT approach, language in CLIL is a tool 
for meaningful communication, which means that the materials are supposed to encourage 
communicative events which have a clear goal, for example discussing the pros and cons of 
situating a factory near a small rural village in order to come to a final decision whether to 
build it or not. So one of the criteria for evaluation will be whether the course books are 
indeed communicative or not. Additionally, we will have to consider if the materials 
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eventually help to develop awareness and competences on the three levels of  language 
(language of learning, through learning and for learning). Only then an actual benefit from 
conducting bilingual education can be secured.  
A third aspect which became clear in the course of our discussion was the actual 
bilingualism of the materials. Since we are dealing with CLIL in the shape of bilingual 
education, we will have to examine if the materials are indeed bilingual and hence adopt a 
functional approach to the use of the L1 and L2 respectively (as demanded by Otten and 
Wildhage; cf. 3.2.2.). After all, CLIL encourages proficiency in both languages.   
Another important element was revealed on part of the content-subject, namely that 
geography and economics intends to mediate concepts of action which should capacitate the 
learner to actively take part in society and critically reflect upon it. Thus the requirement of 
teaching materials should be to support a final achievement of this goal, again by encouraging 
the learner to think 'out of the box'.   
Finally, we revealed that also the national educational system strives to educate the 
learner in a holistic, interdisciplinary way which encourages critical thinking and the use of 
acquired competences. If teaching materials are supposed to be a supportive element in the 
classroom, they certainly have to give the learner the opportunity to practice and further 
develop their acquired skills and competences.   
Given the fact that the Do it in English-Geography series is one of the few actual 
CLIL materials on the market, they are a great opportunity to lead the way for following 
series in other subjects, if they indeed live up to the high standards and expectations of CLIL, 
the didactics of Geography and English, as well as the education system.   
Now that we have laid down the theoretical foundations for our analysis and 
evaluation, it is time to consider how we want to analyse and evaluate if the teaching 
materials are in accordance with its related theories and paradigms.       
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4. Establishing an approach towards material analysis  
"As the poet Gertrude Stein lay on her deathbed, her partner, Alice B. Toklas, leaned over and 
whispered, "What is the answer, Gertrude?" Replied Stein, "What's the question?" 
(Cathcart/Klein 2007:129). This brief anecdote in the tradition of Philosophy of Language 
illustrates the last task which has to be fulfilled, before actually conducting an analysis and an 
evaluation, namely to ask the right questions. As we have already seen, there are strong 
indicators of what well-developed materials will have to provide in order to be evaluated as a 
true practice of the CLIL paradigm. However, the problem we have not dealt with so far is 
how to approach the analysis and, consequently, which questions to ask.   
There is no doubt that the development and publication of teaching materials has 
become an important market for publishers and authors around the world. As a consequence, 
teachers and learners alike are facing an increasing number of materials which become more 
diverse. "In recent years, materials design has become characterised by two important 
developments. Firstly, the use of published materials is now more widespread than ever 
before [...]. Secondly, [...] materials themselves have evolved into much more complex 
objects" (Littlejohn 1998:190). If we keep in mind that the market for teaching material has 
become increasingly competitive due to a greater variety of products, this development seems 
rather logical. However, what is important for actual teaching is the fact that nowadays "[...] 
materials frequently offer complete 'packages' for language learning and teaching, with 
precise indications of the work that teachers and students are to do together. The extent to 
which materials now effectively structure classroom time has thus increased considerably" 
(ibid.).   
This development can be seen in two different ways. First of all, if it is indeed true that 
materials have such a deep impact on the classroom, teachers seem to actually make use of the 
services that coursebooks offer. This either implies that the quality of materials is currently at 
such a high level that teachers see no danger in doing so, or -  if we apply a more pessimistic 
interpretation - that teachers gradually have become comfortable and thus produce less 
materials themselves. Secondly, independent from the reasons of consumption and actual use 
of materials, both publishers and authors should act more responsibly than ever. If their 
products have such a huge impact on learning, they have to carry a heavy burden, at least 
from an ethical point of view. Thus, analysing and evaluating materials thoroughly is more 
important than ever before.   
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Hence this chapter will establish criterion-referenced questions and an approach to 
analysing and evaluating the materials in question by referring to the before mentioned 
theoretical background as well as to techniques of material evaluation and analysis.   
4.1. The role of materials in CLIL 
Per definition, designing materials for a CLIL context, which apparently emphasises the 
individual learner's needs and particular situation, is a very complicated undertaking. Clearly, 
publishers and authors have some reference points, such as national curricula, to create their 
materials. Yet, "[s]yllabuses and programmes all have their aims and objectives, often with 
articulated goals and outcomes for teaching and learning. But these alone do not address the 
how of content learning - only the what of content teaching" (Coyle/Hood/Marsh 2010:28).   
In our case, the national curriculum does indeed predetermine the what of content 
teaching, since an approbation of an Austrian coursebook is obviously closely connected to its 
content representing the subject's curriculum. As for the how of teaching, CLIL as a 
paradigm, at least in theory, proves to be difficult ground in terms of material design, since, as 
we have seen, "[t]he concept of what constitutes content in a CLIL context is much more 
flexible than selecting a discipline from a traditional school curriculum such as geography 
[...]" (Coyle/Hood/Marsh 2010:27).  Of course, designers of coursebooks cannot live up to the 
high expectations of flexibility demanded by CLIL, simply because they have to be 
pragmatic. After all, they certainly want to appeal to a broad audience within a specific 
market (such as bilingual education in geography and economics), which limits their 
possibilities to a certain extent.   
Yet, it has to be pointed out that the actual context of teaching of the materials in 
question is in itself a limitation, since it is one possible form of CLIL, namely bilingual 
education, or more precisely EAA. Thus, the theoretical demand of high flexibility is partially 
limited per se, since we are dealing with a practical implementation of a paradigm which has 
to obey national rules, such as the mentioned curriculum. Nevertheless, it is interesting to see 
which place teaching materials actually have within CLIL and what specific demands are 
proposed prior to their production.     
Many of the core features which are demanded from teaching materials are a logical 
deduction from the theoretical background of CLIL, because, since it cannot deny its roots, 
there are still heavy influences through Second Language Acquisition as well as 
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Communicative Language Teaching noticeable when it comes to the question of what CLIL-
materials have to emphasise and stimulate. Therefore, some of the features discussed below 
may trigger the one or the other faint déjà-vu.   
4.1.1. Criteria for CLIL-materials 
Without a doubt, materials are an important parameter when it comes to teaching a successful 
CLIL course, because "CLIL learners need appropriate materials to learn English and content" 
(Navés 2009:33). Otten and Wildhage (2007:30), for example, consider materials, along with 
tasks and language support, to be of vital importance in their concept of integrated didactics 
(cf. 3.2.2.).  
Due to the innovative approach of CLIL towards language and content, materials have to 
fulfil specific criteria which reflect the paradigm's underlying philosophy as well as didactic 
criteria. The CLIL Cascade Network (www.ccn-
clil.eu/index.php?name=Content&nodeIDX=3488), a recent platform for CLIL, lists specific 
criteria which are to be kept in mind when producing materials for CLIL teaching and thus 
provides a good insight into what the paradigm actually demands from them.   
In general, learning materials in CLIL can be described as "[...] information and 
knowledge that are represented in a variety of media and formats that support the achievement 
of intended learning outcomes" (Mehisto 2010, http://www.ccn-
clil.eu/clil_criteria_web/index.php 15 May 2011).  This is a very interesting definition, 
because it apparently sees materials as a system of support rather than as the mere content of 
learning and thus implies that they necessarily have to contain some form of meta-cognitive 
elements (such as information about the function of a specific language item). This is because 
an unreflective representation of whatever content probably does not support or secure 
learning outcomes. However, one wonders if this definition does not pose a significant 
opposition to the claim of CLIL that the content of learning has to be as authentic as possible - 
a question which we will address in the next section.   
Based on the premise that learning materials are knowledge which is intended to 
support the achievement of learning outcomes, Mehisto (ibid.) postulates 10 criteria which 
should be significant for good CLIL learning materials, namely:   
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1. Making the learning intentions (language, content, learning skills) & process 
visible. 
2. Systematically fostering academic language proficiency. 
3. Fostering learning skills development and learner autonomy. 
4. Including self, peer and other types of formative assessment. 
5. Helping create a safe learning environment. 
6. Fostering cooperative learning. 
7. Seeking ways of incorporating authentic language and authentic language use. 
8. Fostering critical thinking. 
9. Fostering cognitive fluency through scaffolding of content, language, learning 
skills development. 
10. Helping to make learning meaningful. (ibid.)   
Overall, the criteria obviously have to support the learner in the best ways possible, or in a 
range of areas connected to learning in general, respectively. If we look at these criteria, we 
recognise some of the core features of CLIL, such as the goal to develop sufficient academic 
language proficiency or the explicit requirement of meaningful learning. Furthermore, 
prominence is given to learner autonomy as well as their development of learning skills, 
which also reflects one of CLIL's foundations.     
Additionally, demands such as the first one, to make the learning process and its 
intentions visible, or trying to create a save learning environment apparently draw attention to 
the issue of affective factors such as learner motivation and anxiety. This area is of 
outstanding significance regarding the language component of CLIL, because "[m]otivation is 
a key theme for language learning" (Coyle/Hood/Marsh 2010:88). As has been widely 
recognised and experienced, "[l]earing a language is difficult and demanding [...] and students 
need to be encouraged and stimulated as they progress. This is largely the teacher's job, but 
course materials can help by using subject matter that is intellectually stimulating and to 
which the students can relate personally" (Cunningsworth 1986:5).   
Closely connected to affective aspects is the topic of scaffolding, which is also present 
among the criteria for CLIL materials. Scaffolding content, language and learning skills, 
learners not only makes the learners feel more comfortable in their learning process, but also 
secures the learning outcome in the rather complex CLIL context (cf. Meyer 2009:8), which 
requires a diverse repertoire of study skill. Especially the latter, "[...] makes the scaffolding of 
language and learning a key component of successful CLIL teaching" (Meyer 2010:14). This 
also supports Otten and Wildhage's concept of language learning support (cf. 3.2.2.).  
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As we can see, these 10 criteria stated by Mehisto are indeed some kind of summary 
of the best practice in CLIL. As a consequence it is reasonable to say that the respective 
teaching materials, if used and produced in a CLIL environment, have to adapt to the holistic 
concept of the paradigm. Therefore, these ten criteria will be regarded as one central issue 
when it comes to the evaluation of the teaching materials under examination. Of course, in 
order to be suitable for our specific purpose, we will have to expand and adapt the catalogue 
of criteria for our final evaluation.   
One issue which is also part of the ten criteria presented above, is the problem of 
authenticity, which is very important if we look at the scientific literature and even more 
important when it comes to teaching materials. Yet, as we will see, authenticity is not without 
its contradictions.  Therefore, the next section is going to have a brief look at this central but 
rather problematic area of CLIL materials.  
4.1.2. The issue of authenticity 
When we look at the demand for authenticity within CLIL, Stephen Krashen's Monitor 
Theory proves to be topical once more (cf. 2.2.1.). As we recall, Krashen's distinction 
between conscious learning and natural acquisition of language implies that languages are 
best learnt via the latter rather than the former. It seems that based on this fundamental 
rationale, it was concluded that since 'natural language' is not manipulated in any 
(pedagogical) way, input in the classroom should not be either, because that would place input 
towards learning rather than acquisition. In other words,  
[t]he belief here is that the language behaviour of natural use, which is the end of learning, 
should be replicated as closely as possible in the classroom as this language behaviour will 
also be conductive to learning, to the means whereby communicative ability is achieved. 
(Widdowson 1990:44)  
Hence the actual content is supposed to be as 'authentic' as possible.   
One of the major problems in the area of authenticity is that it is "[...] defined 
variously [...]" (Brinton/Snow/Wesche 2008:89), which makes an informed discussion very 
difficult. However, with regard to materials, it seems that it "[...] is generally agreed upon as 
text not generated specifically for language-teaching purposes" (ibid.). Yet, if we would 
reduce authenticity to materials only, we would neglect the fact that they are just means to an 
end, namely mastering a language.  
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Therefore, if materials are supposed to support learning on the road to language 
competence, it is actually authentic or natural language use which has to be triggered. This, in 
return, adds a new layer to authenticity, namely the authentic nature of language use. This, 
however, implies problems for the whole concept of authenticity, especially in the classroom.   
In actual language use, as the work on discourse analysis and pragmatics makes  
abundantly  clear, meanings are achieved by human agency and are negotiable: they  
are not contained in  text.[...] [I]f authenticity is to be defined as natural language  
behaviour (and it is hard to see  how else it might be defined) there is [...] the  
difficulty that learners will naturally incline to draw on their own language in any  
situation that calls for uncontrived linguistic communication. So the situations  
which are to stimulate the use of language being learned  will have to be contrived in  
some way, and the learners will have to co-operate in maintaining the illusion of  
reality. (Widdowson 1990:45) 
In this respect, claiming authenticity in a language learning environment is basically an 
unrealistic pursuit, since no course design can take into account the infinite number of 
possible situations and contexts of linguistic communication. Additionally, claiming absolute 
authentic materials would, in its most radical interpretation, make any form of language 
teaching or pedagogy in general obsolete, because both, by their very nature, imply the 
manipulation of input for the sake of learning support.  
Obviously, CLIL does not represent the most radical position in the debate of 
authenticity, as can be seen by Mehisto's (2010, http://www.ccn-
clil.eu/clil_criteria_web/index.php 15 May 2011) formulation of the seventh criterion, since 
"[s]eeking ways of incorporating authentic language and authentic language use" is not an 
absolute claim at all. On the contrary, some of the literature presents a very differentiated 
concept of what is meant by authenticity in CLIL. For example, Mehisto, Marsh and Frigols 
(2008:29) identify five components of authenticity within the CLIL methodology: 
letting the students ask for the language help needed 
maximizing the accommodation of student interests 
making a regular connection between learning and the students' lives 
connecting with other speakers of the CLIL language 
using current materials from the media and other sources  
These elements of authenticity are mainly concerned with the respective learners and their 
needs and interests. Thus there is no absolute claim for authenticity in the sense of original, 
not manipulated texts, but rather features which are true for the learning context of CLIL. By 
this, the particularity of the classroom environment is taken into account and can therefore be 
considered suitable for our specific context. Furthermore, the elements of authenticity listed 
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above aim for an interactive design of input, which again caters to the communicative needs 
and competences required by CLIL.   
As a consequence, we are presented with an understanding of authenticity which is in 
accordance with the language and content pedagogy underlying every classroom setting. It 
also shifts the focus from the nature of the source of the respective input (i.e. the text) to the 
learner. By doing that, what seems to be disregarded quite often, namely that "[a]uthenticity 
in the classroom is bound to be, to some extent, an illusion. This is because it does not depend 
on the source from which the language as an object is drawn but on the learners' engagement 
with it" (Widdowson 1990:44) is considered.   
Hence, the implication for our analysis and evaluation is that we will not investigate 
whether the nature of the textbooks is 'authentic' regarding its content, but rather if the 
materials stimulate an authentic and meaningful engagement of the learners with the subject 
matter by the means of their content.   
4.1.3. The functions of a course book 
As we have already postulated at the beginning of section 3.2., a high quality CLIL textbook 
has to meet the requirements of both the language and the content-subject. Therefore, we will 
now have a brief look at what subject didactics in geography and economics demand from a 
course book. Ultimately this will allow us a more precise evaluation and analysis.   
When it comes to course books in geography and economics, we have to distinguish 
between what functions a book has to fulfil and what features it has to have in order to be 
evaluated as recent state of the art learning material. Clearly, the features a book has will have 
an influence on what functions it is capable to fulfil and vice versa, since whether or not a 
book fulfils a particular function will depend on its features or the didactic design of its 
content and tasks respectively.     
According to Hacker (1980: 7f., quoted in Ch. Sitte 2001:448ff.) we can differentiate 
between six basic functions which a course book may fulfil within the classroom: 
1.) Die Strukturierungsfunktion: Sie umfaßt die [...] Konkretisierung bzw. Anordnung der 
in den Lehrplänen verordneten Inhalte und unterstützt damit den Unterrichtenden. [...] 
2.) Die Repräsentationsfunktion: Sie umfaßt das textliche, bildliche, graphische und 
kartographische "Material", anhand dessen der Unterrichtsgegenstand vermittelt wird. 
[...] Die Schüler sollen in der Lage sein, mit Hilfe dieses Angebots einzeln, zu zweit 
 54
 
oder in Gruppen und möglichst selbstständig Kenntnisse, Fähigkeiten und einsichten 
operativ zu erwerben. [...] 
3.) Die Steuerungsfunktion: Sie betrifft den Ablauf des Unterrichts. Die in Buch 
enthaltenen Lernaufgaben [...] können die Auswertung des Materialangebotes lenken 
und sollen somit nicht nur zur Wiederholung des Gelernten dienen. [...] 
4.) Die Motivationsfunktion: Das Schulbuch soll ein die Schüler ansprechendes, modernes 
Layout haben. Es soll Anreiz geben, sich [...] mit dem in ihm Enthaltenen zu 
beschäftigen. [...] Allerdings sollte die Aufwendigkeit der "Verpackung" [...] nicht zu 
Lasten einer abwechslungsreichen Methodik bzw. der fundierten Inhalte gehen! [...]  
5.) Die Differenzierungsfunktion: Sie betrifft die unterschiedliche Lernfähigkeit und 
Lernbereitschaft sowie die verscheidenen Interessenlagen der Schüler. [...] 
6.) Die Übungs-und Kontrollfunktion: Diese soll nicht nur in simpler verbaler Frageform 
wahrgenommen werden. Anwendungswissen, Systemerkenntnisse, Fertigkeiten und 
Fähigkeiten sind in methodisch vielfältiger Form zu festigen und zu überprüfen. [...] 
Den Schülern wid bei diesem Transfer des Gelernten die Möglichkeit geboten, selbst 
festzustellen, ob sie das angebotene Lerngut richtig aufgenommen und verstanden 
haben [...].  (Ch.Sitte 2001:448ff.)  
If we look at these functions, some overlaps with the criteria proposed by CLIL become 
apparent. Especially the Motivationsfunktion, the Differenzierungsfunktion as well as the 
Übungs-und Kontrollfunktion show requirements which are thoroughly in the sense of 
learner-focus and individualisation in the classroom, as demanded by CLIL and the criteria 
proposed by Mehisto. Furthermore, via the Repräsentationsfunktion, there is also a demand 
for interactivity and  communication among the students, which gives the whole process of 
learning a communicative undertone. Additionally, we are reminded of the prominent concept 
of learner autonomy and the development of skills and competences specific to the content-
subject, which is also an important element of the CLIL paradigm.   
Therefore, the requirements on the part of subject didactics in geography and 
economics is by no means a contradiction but rather an enhancement to the already profound 
criteria discussed under 4.1.1., since we are provided with a perspective on teaching materials 
which are founded on the content-subject. Thus, the mentioned functions of a course book 
will be taken into consideration in the course of our analysis and evaluation. This will be done 
by looking at their features and drawing the according conclusions regarding the respective 
functions.   
After having clarified what we have to look out for in principle, the next step towards 
asking the right questions is to define how we want to state them. Hence we will now have a 
look at the possibilities of conducting an analysis and evaluation of teaching materials, before 
finally determining our questions for both of these techniques.   
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4.2. Analysis versus evaluation - establishing principles 
When confronted with the current academic literature, one cannot help but notice two 
technical terms, - ‘analysis’ on the one hand and ‘evaluation’ on the other - that both seem to 
be used to achieve similar goals. Nevertheless one should refrain from equating one with the 
other, because there is an important difference between those two:   
An evaluation is not the same as an analysis. It can include an analysis or follow from  
one, but the objectives and procedures are different. An evaluation focuses on the  
users of the materials and makes judgements about their effects [...] [Thus] it will be  
essentially subjective. On the other hand, an analysis focuses on the materials and  
it aims to provide an  objective analysis of them. (Tomlinson 2007:16)   
In other words, “[a]t its most basic level, analysis is a process which leads to an objective, 
verifiable description. Evaluation, as the words suggests, involves the making of judgements” 
(McGrath 2002:22) However, the distinction between subjective and objective conclusions is 
not as straightforward as is seems per definition.  
The problem is that even if we conduct an analysis, we will necessarily have to define 
certain criteria which are limiting by their very nature. If those criteria were not defined, the 
course book in its very physical shape and content would present the most objective 
description. This, of course would not make any sense, since we would not be able to deduct 
any findings for bilingual teaching or CLIL in practice. Hence, we have to make choices 
which imply judgements about what is worth analysing and what is not.  
Regarding the more subjective method of evaluation, we also have to define criteria in 
order to decide what it is that we want to evaluate, since there can be no evaluation which 
covers all possible aspects. In spite of its subjective nature, “[...] it is important that 
evaluations [...] are driven by a set of principles [...] articulated by the evaluator(s) prior to the 
evaluation. In this way greater validity and reliability can be achieved [...]” (Tomlinson 
2007:17).  
Therefore, the next step is to define criteria and principles for both the analysis and the 
consecutive evaluation of the teaching materials in question. Yet, we have to be very careful 
in doing so, since the vast majority of literature comes from the background of language 
teaching and thus puts an emphasis on language rather than content. Hence, when determining 
the necessary criteria, adoptions have to be made in order to recognise the specific CLIL-
context of the teaching materials under examination.  
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4.2.1. Establishing principles for the analysis  
Following the logic of Tomlinson (2007:16), an analysis has the character of a description, 
yet “[...] this description can be at different levels of sophistication. Beyond the most basic 
level, the concern is to understand what assumptions and beliefs lie beneath the surface and 
what effects can be anticipated” (McGrath 2002:22). This shows that the boundaries between 
analysis and evaluation are to some extend difficult to define.  However, the most obvious 
distinction, which is also the one by which we shall draw the line, is the different focus of an 
analysis in comparison to an evaluation.   
As already mentioned earlier, analysis focuses on the materials rather than the actual 
users. Of course, the nature of the materials will influence the effect of learner-progress as 
well as the actual outcome of learning. Therefore, this thesis will involve an analysis before 
the actual evaluation, as suggested by McGrath (ibid.) who considers a textbook analysis a 
necessary step to precede an evaluation.    
A very interesting framework for a textbook analysis is provided by Littlejohn 
(1998:192), who provides an approach which focuses on “[...] materials as a pedagogic 
device, that is, as an aid to teaching and learning a foreign language”, and in particular 
investigates on “[...] aspects of methodology of the materials and their content”. As pointed 
out earlier, the problem here is that the framework comes from a language teaching 
background, which is not the sole intention of CLIL. Nevertheless, the basic structure of the 
framework suggested by Littlejohn is very suitable for our purpose, since it incorporates 
questions which can be applied quite generally, hence also to our bilingual setting.   
On a global level, within the framework for analysis we can distinguish between 
aspects of publication and aspects of design: 
Publication, relates to [...] the relationship between the student’s materials and any 
other components (e.g. [...] answer keys [...]) and the actual form of the material (e.g. 
[...] worksheets [...]) [,] [...] how they are divided into sections and sub-sections, how a 
sense of continuity or coherence is maintained and whether the order in which the 
material can be used is predetermined. This final aspect suggests one further element 
[namely] how access into the materials is supported. (Littlejohn 1998:193) 
If we look at these aspects, the usability becomes obvious, since there are clear overlaps with 
the before-mentioned criteria for teaching materials. First of all, the issue of how the materials 
are structured is closely connected to the aspect of the Strukturierungsfunktion (cf. 4.1.3.), 
since it will allow us to compare the content of the Austrian national curriculum for 
geography and economics to the actual content of the Do it in English-Geography series. 
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Secondly, investigating on how access into the materials is provided will allow us to make 
explicit whether learner autonomy is supported by the books or not, which correlates to both 
the Repräsentationsfunktion (ibid.) as well as the demand of fostering learner autonomy and 
the fostering of learning and personal skills by scaffolding (cf. 4.1.1.).   
The second area of analysis, design,  
[...] relates to the thinking underlying the materials, the apparent aims of the materials, 
how he tasks, language and content in the materials are selected and sequenced and the 
nature and focus of content in the materials. [Another element is] [...] the nature of the 
teaching/learning activities which are suggested by the materials. An analysis of 
materials will need to focus closely on what precisely learners are asked to do [...]. [...] 
Finally, we may examine the materials to determine what role they intend for 
themselves. (Littlejohn 1998:193f.)   
Again, the specific areas which are covered by design in Littlejohn’s framework are 
connected to the criteria for CLIL materials, especially when it comes to the discussion of 
tasks. Here we have to point out that analysing the latter according to the framework will not 
allow us to finally evaluate whether or not they support a high standard of bilingual education, 
but nevertheless will enable us to draw first conclusions nevertheless, for example, if the tasks 
have a communicative nature and thus stimulate meaningful interaction where the emphasis is 
on function rather than on form (cf. 2.1.2.; 4.1.1.).   
A similar approach is proposed by Breen and Candlin (1987:13), who propose four 
questions with regard to the usefulness of materials, namely 
a.) What the aims and content of the materials are 
b.) What they require learners to do 
c.) What they require you, as a teacher, to do 
d.) What function they have as a classroom resource (ibid.) 
Again, tasks and the underlying principles behind the content are of major interest.  
Apart from the broad areas which may be explored in an analysis, there are distinctive 
levels of depth which can be pursued in the course of dealing with the questions raised. This 
can range “[...] from the most objective (what is physically there [...]), trough deductions 
about the demands likely to be made of teachers and learners [...], to conclusions about the 
apparent underlying principles [...]” (Littlejohn 1998:195). Hence, we are facing an increase 
of subjectivity by the complexity and depth of our investigation, as can be seen in the figure 
below:   
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Level1 [most objective] ‘What is there?’ 
o  Statements of description 
o Physical aspects of the materials 
o Main steps in instructional sections 
Level 2 ‘What is required of Users’ 
o Subdivision into constituent tasks 
o An analysis of tasks: What is the learner expected to do? With whom? 
With what content? Who determines these things? 
Level 3 [most subjective] ‘What is implied’ 
o Deducing aims, principles of selection and sequence 
o Deducing teacher and learner roles 
o Deducing demands on learner’s process competence [regarding the 
content]  
            Figure 3: Levels of analysis (Littlejohn 1998:195; own emphasis) 
It appears, the most complex level (3) is the most subjective and can thus be considered on the 
brink of making judgements. Therefore, this thesis will follow the pattern proposed by 
Littlejohn, namely moving from Level 1 to Level 3 in the analysis, since it is a suitable 
possibility to develop a logical and coherent argument, before arriving at an actual evaluation.   
The latter will allow us to answer the question whether the course books in question 
do indeed support the development of skills and knowledge, as demanded by CLIL or if they 
turn out to be a 'false friend'.  Yet, even though we may arrive at a subjective conclusion, we 
have to establish principles for evaluation the materials as well in order to make explicit why 
we will come to a particular conclusion in the end. Thus, the next section will define the 
principles on which the evaluation in the later part of the thesis is based on.        
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4.2.2. Establishing principles for the evaluation 
"Evaluation and selection of textbooks is a complex process that is carried out in many 
different ways" (Byrd 2001:415). As a consequence, "[...] no two evaluations can be the same, 
as the needs, objectives, backgrounds and preferred styles of the participants will differ from 
context to context" (Tomlinson 2007:15). Due to this circumstance, the evaluation conducted 
in this thesis has to be considered as very specific, because of the parameters set in this 
section.    
The context of the materials subject to evaluation has already been clarified under 3.3., 
namely a bilingual setting in the Austrian education system. Also the background to which the 
evaluation relates is rather obvious, since bilingual education is, as has already been pointed 
out, one form of CLIL and has therefore objectives which have to be in accordance with the 
five goals of CLIL (cf.3.1.2.).  The issue that has to be resolved now is to find a way to make 
the evaluation as objective as possible.   
According to Tomlinson (2007:18), "[...] the starting point of any evaluation should be 
reflection on the evaluator's practice leading to articulation of the evaluator's theories of 
learning and teaching". Like the context and background of the evaluation, this has already 
been made explicit, mainly in chapter 3, where it was shown that Krashen's Monitor Theory 
and the principles of Communicative Language Teaching are still very important for the 
theory of learning and teaching within CLIL.   
The next logical step is to choose the desired method of evaluation. Here, we have to 
distinguish between the timing of the evaluation and the actual method of evaluation. 
Concerning the former, there are basically three different types of evaluation. First of all, a 
'pre-use evaluation' can be conducted, which "[...] involves making predictions about the 
potential value of materials for their users" (Tomlinson 2007:23). Furthermore, there is the 
'whilst-use evaluation', which "[...] involves measuring the value of materials whilst using 
them or whilst observing them being used" (Tomlinson 2007:24) and the 'post-use evaluation', 
which "[...] is probably the most valuable [...] type of evaluation as it can measure the actual 
effects of the materials on the users" (Tomlinson 2007:25).  
Ideally, these three types are combined and conducted in a cyclical process in order to 
assure the best possible outcome (cf. McGrath 2002 14f.).  However, since there is no testing 
population available for the analysis and evaluation of the course books in question, this thesis 
will conduct a pre-use evaluation, since it is, on the one hand, suitable for answering the 
research question of whether or not the materials support effective teaching and learning 
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according to the CLIL paradigm and, on the other hand, can be conducted without a testing 
population.   
Concerning the method of evaluation, the academic literature provides an almost 
infinite number of possible criteria and approaches. However, it seems that their most 
distinguishing feature is the level of depth which is achieved by a particular method, which 
closely corresponds to Littlejohn's concept of the different levels of analysis presented above.   
The first and rather superficial method is called the impressionistic method and "[...] is 
concerned to obtain a general impression of the material. [...] This kind of overview [...] is of 
course inadequate if it constitutes the sole basis for textbook evaluation [...]" (McGrath 
2002:25f.). for the purpose of this thesis, an evaluation which remains on the surface of 
materials is not sufficient, since the overall research question does not intend to solely 
evaluate the structure of the course books or their content, but rather tries to unearth an issue 
(i.e. usefulness) of a more fundamental character.   
The second method is evaluation via a checklist (hence called the 'checklist method'). 
Generally spoken, a checklist has certain advantages in comparison to the other two methods: 
1. It is systematic, ensuring that all elements that are deemed to be important are 
considered. 
2. It is cost effective, permitting a good deal of information to be recorded in a 
relatively short space of time. 
3. The information is recorded in a convenient format, allowing for easy comparison 
between competing sets of material. 
4. It is explicit, and, provided the categories are well understood [...], offers a 
common frame-work for decision-making. (McGrath 26f.) 
Apart from the advantage of low costs, which is an issue in projects conducted in a 
commercial context, all advantages are relevant for the purpose of this thesis. Therefore, at 
first glance, a checklist appears to be a good and well-grounded approach for evaluating the 
course books in question. However, due to the specific context of Austrian bilingual education 
in the particular subject of geography and economics, there is practically no checklist which 
incorporates the distinct criteria which are relevant to the research question. The reason for 
this is that most checklists are apparently aimed for a broad range of CLIL contexts and 
therefore neglect the demands stated by subject-didactics in geography. Adapting a checklist 
is not a real option, because it would disturb the systems which underlies the list.   
Hence, the third option for evaluation, the 'in-depth-method' is the best choice for the 
presented thesis, because it allows an evaluation to "[...] go beneath the publisher's and 
author's claims [...] [and], in a broader sense, [to evaluate] whether the materials are likely to 
live up to the claims that are being made for them" (McGrath 2002:27f.).  The feature 
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perfectly complements the investigation on the effects of the user by a pre-use-evaluation 
such as the one conducted in this thesis. Nevertheless, it has to be pointed out that an in-depth 
evaluation has potential weaknesses: 
1. Representativeness of samples: (e.g. exercises, lessons, units) selected for analysis 
may not be representative of the book as a whole, and this may therefore distort the 
judgement.  
2. Partiality: because in-depth analysis is normally narrowly focused [...] it gives only a 
partial insight into what the material offers. 
3. Time and expertise required: some proposals for in-depth evaluation would involve a 
good deal of time; others require expert knowledge [...] (McGrath 2002:28)   
Especially the problem of representativeness cannot be denied for this thesis, since it is not 
only one book, but a whole book series, consisting of four books (in case of Do it in English-
Geography) or 3 books (for the Diercke Geography for bilingual classes) subject to 
evaluation. Yet, choosing samples from every volume of the respective series is a possibility 
to reduce the impact of sample-choice for the overall judgement. The second weakness, 
partiality, is a problem which is inherent to basically all evaluations, since they have to make 
judgements based on certain criteria. The last con is again more an issue in commercial 
settings. Besides, the expert knowledge which constitutes the basis of our criteria is presented 
in chapters two and three of this thesis. Therefore, the method of evaluation will be an in-
depth evaluation.   
In order to reduce the subjectivity of the evaluation, guiding principles have to be 
established (cf. Tomlinson 2007:27ff.). Here, the expert knowledge can function as a 
guideline by providing the criteria by which the evaluation is conducted. The most obvious 
catalogue of criteria so far is the one proposed by Mehisto (2010; http://www.ccn-
clil.eu/clil_criteria_web/index.php 15 May 2011), which was already introduced under 4.1.1. 
of this thesis. This is because it is a catalogue which was specifically designed for CLIL 
materials and thus sufficiently incorporates both dimensions of language and content. Yet, as 
was mentioned in chapter three and 4.1.3., a CLIL textbook also has to be a sufficient 
geography book. Therefore, we have to enhance the catalogue of criteria by the functions of a 
course book, since it represents the view of subject-didactics on a course book. Thus, the 
criteria which underlie the evaluation do justice to both the content-subject, which is the pivot 
of CLIL, as well as the CLIL paradigm as a whole.  
The last step that has to be taken now, is to specifically define the questions which will 
be answered by the evaluation. This task will be done in the next section.  
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4.3. Asking the right questions - A synopsis of theories  
The final challenge before conducting the analysis and evaluation is to bring the theories, 
methods and concepts discussed in chapters one to four to a synopsis and therefore define an 
informed catalogue of questions. This is rather straightforward for the analysis, which is why 
these questions will be defined first, before continuing to establish the questions for the 
evaluation.  
4.3.1. Defining the questions for the analysis 
Since the analysis is intended to provide a first objective impression of the materials and not 
to make judgements, it will broadly follow the concept developed by Littlejohn (1998). Yet, it 
has to be pointed out that since the analysis conducted relates to a very specific context, not 
all of the questions postulated by Littlejohn have proven to be useful. This is mainly, because 
in this thesis, the analysis is just one first step into the materials, rather than the sole subject of 
interest. Therefore, some of the questions introduced under 4.2.1. will have to be left out in 
order to avoid a repetition of arguments and conclusions, as well as superficiality due to an 
overly broad diversification of issues that are analysed. In the course of research and close-
reading of the materials, the following questions have proven to be suitable for this thesis: 
1. How is the content of the course books organised/structured overall? (statements of 
description) 
2. How are the chapters organised? Is there a recognisable pattern (main steps in 
instructional sections) 
3. Is access into the content provided? How? (main steps in instructional sections) 
4. What is the learner expected to do? With whom? With what content? Who determines 
these things? (an analysis of tasks) 
5. What are the implied aims and principles behind the materials? (Deducing aims, 
principles of selection and sequence) 
This set of questions, which are directly related to the categories defined by Littlejohn, 
provides a profound basis for a detailed analysis of the course books in question. As may be 
noticeable, physical aspects of the materials are not part of the analysis, since it is not part of 
the academic focus of this paper, which investigates more on the level of (academic) theory 
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(i.e. CLIL) put into practice. Due to the fact that the CLIL literature does not pay significant 
attention to the physical properties of materials, this aspect can thus be left out. Additionally, 
the question which deals with the roles of learners and the teacher was also not taken over 
from Littlejohn's suggested catalogue of questions. The reason for this is that this is an issue 
very specific to language teaching, which is not at the centre of attention of this thesis. 
Finally, the question investigating on the processing of learners' competence was also left out, 
since this issue will be discussed in the course of the evaluation when dealing with the 
question of to what extent the materials foster academic and language skills.  
Despite these adaptations, the catalogue of five questions allows a detailed and 
informed analysis which provides a sound basis for the consecutively conducted evaluation of 
the teaching materials.   
4.3.2. Defining the questions for the evaluation  
After analysing the materials, the thesis will continue to conduct an evaluation, based on the 
criteria proposed by Mehisto (2010, http://www.ccn-clil.eu/clil_criteria_web/index.php 15 
May 2011), as well as the functions of a course book stated by Hacker (1980: 7f., quoted in 
Ch. Sitte 2001:448ff.). Thus it is assured that both the subject-didactics of the CLIL paradigm, 
as well as those of the content-subject are taken into consideration. However, again due to the 
specific context of the evaluation, further adaptations have to be made in order to clearly link 
the evaluation to the logic of this thesis. Therefore, some aspects auf authenticity as stated by 
Mehisto, Marsh and Frigols (2008:29) are examined and evaluated in addition. Last but not 
least, the issue of bilingualism has to be necessarily addressed, since the specific context of 
the materials is, after all, bilingual education. If we recall the theses postulated by Otten and 
Wildhage (2007) (cf. 3.2.2), functional bilingualism is one key element of successful bilingual 
education.    
Based on a synopsis of frameworks of criteria, a catalogue of questions, which 
constitutes a synthesis of all the theory which has been presented so far in this thesis, will be 
adapted for evaluating and thus finally judging the materials in question. It is clear that the 
evaluation conducted below is very specific and selective. Yet, this is legitimate, given the 
fact that every evaluation is basically unique (cf. Tomlinson 200715f.), as long as it is based 
on elaborated principles and criteria. The latter have been gradually established in the course 
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of this thesis so far.  Therefore, the evaluation of the course book series will involve the 
following questions: 
1. To what extent does the organisation and presentation of the topics account for the 
aims and demands of the Austrian national curriculum (cf. Organisationsfunktion) 
2. To what extent do the materials make the learning intentions and process visible by 
highlighting relevant aspects within the units? 
3. To what extent do the materials foster the development of academic language 
proficiency? 
4. To what extent do the materials foster the development of learning skills and learner 
autonomy? (cf. also Repräsentationsfunktion) 
5. To what extent are the materials likely to motivate learners to deal with the content? 
Is their design motivating and engaging from a learner's perspective? (cf. 
Motivationsfunktion) 
6. To what extent do the materials foster cooperative learning and a communicative use 
of language and knowledge? 
7. To what extent do the materials foster critical thinking and thus provide multiple 
perspectives on one topic? 
8. To what extent do the materials foster cognitive fluency by providing means of 
scaffolding language, content and (learning) skills? 
9. To what extent do the materials try to incorporate an authentic language 
(engagement) by the learners?  
10. To what extent do the materials apply an approach of functional bilingualism? 
These ten questions are the basis of the evaluation conducted. Obviously, they are an 
adaptation, selection and enhancement of different criteria presented throughout the thesis. 
This is a necessary step in order to avoid repetition as well as to assure that subject didactics 
of geography and economics get sufficient attention.    
However, they are nevertheless the most relevant for the materials under examination 
and the focus of this thesis and allow a detailed and differentiated evaluation, which involves 
most of the theoretical claims presented above.     
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5. Analysis and Evaluation of the Do it in English-Geography and the     
      Diercke Geography for bilingual classes series 
The practical part of the thesis consists of an analysis of the respective materials, before an 
evaluation is conducted. Here, it has to be pointed out that the main interest of both methods 
lies with the Austrian course books, while its German counterparts are a means for providing 
an illustration of potential differences in design and overall realisation of the goals and 
principles proposed by the CLIL paradigm. Therefore, for example when evaluating the 
correspondence between the Austrian curriculum and the actual materials, the Diercke 
Geography for bilingual classes series will be secondary.   
5.1. An analysis of Do it in English-Geography and Diercke Geography for     
       bilingual  classes series 
As was already pointed out, the analysis follows the concept proposed by Littlejohn (1998). 
At points where a more precise description of the respective level and question is necessary in 
order to maintain cohesion and comprehensibility, short definitions and clarifications based 
on the literature are provided. Furthermore, scans of the passages subject to analysis are 
provided in the Appendix at the end of the thesis to ensure the traceability of the argument 
developed in the following sections.  
5.1.1. How is the content of the course books organised/structured overall?     
By looking into the materials and conducting an analysis on the descriptive level, "[...] we can 
examine how the 'units', 'chapters' etc. are subdivided, their length, and if there is any standard 
pattern within them" (Littlejohn 1998:196).   
In the case of the Do it in English-Geography. series, each chapter represents a 
specific topic- area rather than a single topic. For example, volume one contains chapters like 
'population', which involves several topics like population-growth or migration (cf. 
Sonnenberg 2007:2) and is clearly associated with human geography. Throughout the series, 
the chapters are consecutively numbered within each individual course book, suggesting a 
specific order in which the respective topics may be discussed. Additionally, each chapter has 
several sub-sections, which are also ordered numerically.  
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Concerning the topic-areas which are presented to the learner, there is an indication 
that issues concerning the physical geography are at the beginning of the course books, 
whereas topics concerning human geography and economics are to be found towards the end. 
This is noticeable if we look at the table of contents of volume one, two and three. In volume 
one, chapters one to three deal with topics in the area of physical geography, before the course 
book tackles population and economics. Interestingly, the penultimate chapter is to some 
extend a combination of economics, population and physical geography, since it deals with 
resources. Also volume two introduces the topic of Europe and the European Union by 
dealing with topography and physical geography, namely climate, relief and vegetation. In the 
case of volume three, the author chooses a historical introduction to the overall-topic of 
Austria by discussing the geostrategic changes of the country. However, right afterwards, 
physical geography again precedes human geography. Volume four is an exception to the 
rule, since it deals with globalisation in general, which is indeed a topic of economics rather 
than physical geography.   
Another recurring pattern concerning the structure of the course books is that each 
volume provides worksheets and a glossary, which explains important vocabulary in English, 
at the very end of the volume, rather than at the end of each chapter.   
Apart from these criteria, there are no other recognisable patterns. The content is not 
structured according to particular learning aims, or any other pedagogical reason. Yet, if we 
keep the national curriculum of Austria in mind, the overall organisation of the entire course 
book series very strongly resembles the structure of the curriculum. This issue will be, 
however, further investigated under 5.2.1. when the question of whether the series accounts 
for the content and aims of the national curriculum will be discussed.   
If we look at the Diercke Geography for bilingual classes series in comparison, the 
first difference that is immediately recognisable is that both volumes show no numerical 
structuring of chapters. As a result, there are also no sub-sectioning via numbers, like in the 
Austrian course books. Yet, each chapter, of course has several sub-categories, which are, 
however rather showcase examples of broader topics. For example, 'The Monsoon - Hope and 
Despair in Bangladesh' (Dreymüller et.al. 2007:4) or 'Lake Victoria - Once Rich Fishing 
Grounds' (Dreymüller et.al. 2008:4). This is significantly different from the Austrian course 
books, which provide a more abstract presentation of sub-categories of a specific topic, for 
example 'The classification of resources' (Sonnenberg 2007:2), which does not introduce the 
respective issue in an exemplarily manner. 
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Another specific feature regarding the overall organisation of content is the alternative 
table of contents in Volume one of Diercke Geography for bilingual classes (cf. Dreymüller 
et.al. 2007:6f.) . Here, the authors define four global topics, namely 'Natural Forces, Living 
and Working in Different Regions', 'Living and Working under Different Political and 
Cultural Conditions', 'The Opening up and Change of Places' as well as 'Endangered 
Environment', while reassigning the various sub-sections of the course book accordingly. 
Thus, the learners as well as the teacher can choose between two approaches to the content of 
the book. This is, however not featured in volume two, where the content is structured 
similarly to the Austrian course books, namely by broad topic areas, such as 'Global 
Disparities' and 'Energy Resources'.   
Volume one also has a slightly different approach to structuring its content, since its 
main topic, 'living and working', is divided into several regions of the world such as Africa, 
Asia, Russia, the Orient and North America. Here, another significant difference to the 
Austrian course books is noticeable, namely the focus on one topic, which is discussed in 
different cultural and geographical settings. Interestingly, the respective scale of the different 
regions varies. For example, in some chapters the topic 'living and working' is discussed on a 
continental level, like Africa. Yet, in other chapters, there is a focus on a particular region 
(e.g. 'the Orient') or just a specific country (e.g. Russia). Volume two does not follow through 
with the concept of focussing on one central topic and tackles one topic-area per chapter, for 
example 'energy resources' or global economy'. Yet, it has to be pointed out that there is still 
one underlying topic noticeable, namely globalisation.    
   Aonother pattern throughout the German course book series is that there is one 
separate section called 'skills' at the end of each textbook. These sections are organised into 
sub-categories which deal with one particular type of media (such as films or the internet - cf. 
Dreymüller et.al. 2008:5), graph (e.g. pie charts - cf. Dreymüller et.al. 2007:5)  or maps (e.g. 
thematic maps - cf. ibid.).    
Another interesting difference in comparison to the Austrian course books is that there 
is a separate workbook with additional tasks and worksheets for each volume (cf. 
http://www.westermann.de/shop/reihenansicht.php?reiId=114010 15 March 2011). 
Unfortunately, the workbooks for volume one and two were not available. Hence an analysis 
of the workbooks' structure is not applicable.   
After having discussed the overall organisation of content in both series, the next step 
is to have a look at the chapters and their organisation. 
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5.1.2. How are the chapters organised? Is there a recognisable pattern? 
If we analyse the next deeper level of structuring hierarchy in throughout the Do it in English-
Geography series, some interesting features in terms of their organisation become apparent. 
As is widely known, it is usual to introduce a chapter by an introductory sentence which is 
rather general in its statement and is intended to prepare the reader for the following content 
of the respective text.   
In the case of the Austrian course book series, the author does not consistently provide 
introductions to chapters throughout the whole series, which becomes apparent if we look at 
the first sentences of some chapters (written in italics):    
Weather and Climate: "One of the best ways to characterize climatic zones is to look 
at the climatic graph - a graph showing the average rainfall and average temperature 
[...]" (Sonnenberg 2007:9).  
Changing Life in Europe: "Agriculture and food production are basic to any society. 
History has shown how important food production, food supply (food security), self-
sufficiency and a functioning agricultural market are for any given country" 
(Sonnenberg 2008:34).   
Austria's Position in Europe: "Austria is situated in southern central Europe, covering 
parts of the Eastern Alps and the Danube region" (Sonnenberg 2009:3).  
Natural Geography of Austria: "Austria (83, 863 km2) is made up of three main 
natural landscapes: [...]" (Sonnenberg 2009:10).   
Global Finance: "In a modern economy people, firms and government institutions 
need to save and borrow money, make payments to others, make investments and 
exchange the money used in their country to make overseas payments" (Sonnenberg 
2010:79) 
The excerpts from all volumes of the series show significant differences, which are 
representative of the mode of introduction of the various chapters. Sometimes, the author 
applies an approach which is rather in medias res than actually introducing a topic. The 
former is most obvious in the opening sentences of the chapters Weather and Climate or 
Natural Geography of Austria, which are factual statements dealing with one specific aspect 
of the respective chapter or confront the learner immediately with a set of hard facts.   
In contrast, some chapters actually do have introductory sentences, as can be seen in 
the excerpts from Changing Life in Europe and Global Finance. Here, both chapters are 
introduced by rather general statements which of course deal with the topic of the chapter, but 
by no means confront the reader with specific facts or aspects of the chapter.  
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Strictly speaking, the respective introductions of the various chapters are actually part 
of the first sub-sections. Every single chapter in the whole series is thus not introduced at all, 
but rather immediately jumps to the level of sub-sections, which deals with one particular 
aspect of the chapter. Therefore, it can be concluded that the text basically leaves out the 
typical move of introducing a topic to the reader or learner respectively. This pattern is 
noticeable throughout the entire course book series.   
As was indicated in the course of the analysis of the overall organisation of the course 
books, chapters are indeed organised into sub-sections and sometimes even sub-sub-sections. 
Here, one sub-section represents one differentiated aspect or subcategory of the respective 
chapter. One chapter which illustrates the systematic structuring of each chapter is found in 
volume two of the Do it in English-Geography series:     
The Different Policies of the EU Today 
- The Common Market Policy of the EU 
- The Regional Policy of the EU 
- The Common Agricultural Policy (CAP) of the EU 
- The Economic and Monetary Union of the EU - The Euro  
(cf. Sonnenberg 2008:25-33)  
In other words, each topic, as in the case of 'policies' in the example provided,  is divided into 
its basic constituents which are presented and discussed in isolation. In this respect it is 
interesting that the author abandoned the option of introducing each chapter as a whole topic, 
because this would follow the deductive structure (i.e. from general to specific) of the 
organisation of the various chapters.   
Within the respective subsections, bold headings mark further subordinate topics of 
the respective sub-section. In the case of the example provided above, this results in the 
following organisation: 
The Different Policies of the EU Today 
- The Common Market Policy of the EU  
- The single market  
- The Regional Policy of the EU  
- Regional development  
- Regional action  
- The social dimension  
- Employment policy  
- Financing the common policies 
- The Common Agricultural Policy (CAP) of the EU  
- Reforming the Common Agricultural Policy  
- The challenge of enlargement  
- Visions of the future  (ibid.) 
 70
 
This organisation which is representative of all volumes results in relatively small chunks of 
factual input which are organised hierarchically. One interesting aspect is that in rare cases, 
the headlines obviously relate to entities of a higher semantic and conceptual order. For 
example, 'employment policy' is semantically and conceptually similar to 'regional policy' in 
the sense of one specific kind of policy. 'Regional development', on the other hand is clearly 
semantically subordinate to 'regional policy', since it is one constituting element of it. Yet, 
both 'employment policy' and 'regional development' are on the same hierarchical level, which 
somehow disturbs the otherwise clear organisation (apart from the fact that employment 
policy is not solely conducted on a regional level).    
One further significant feature of the Austrian course books is that additional 
information or further explanations regarding one particular aspect or particular terms used in 
a section, is always provided in yellow boxes. These are mainly at the very margins of the 
page, (e.g. Sonnenberg 2010:63) or moved to the centre and thus interfering with the actual 
text (e.g. Sonnenberg 2007:41).  One last feature which is noticeable within the series is 
the sporadic inclusion of so called 'case studies' which are basically adapting an exemplarily 
approach to a certain topic. This however, is only conducted in volume one, chapter six The 
Use of Resources and Land as well as in volume three, chapter five Austria as a Business 
Location. In both instances the case studies are at the very end of the respective chapter.  
If we look at the organisation of the Diercke Geography for bilingual classes series 
and examine the same features in comparison, the first issue, introducing a topic via 
introductory sentences, is not a very prominent move either:   
Living and Working in Africa: "Africa is a continent with different vegetation zones". 
(Dreymüller et.al. 2007:38)  
Living and Working in Asia: "You can still find the traditional China even in big cities. 
There are still many small industries in narrow streets close to the city." (Dreymüller 
et.al. 2007:76).   
Living and Working in Latin America: "About 135 natural and historical locations in 
Latin America are listed in the UNESCO World Heritage site catalogue (Dreymüller 
et.al. 2007:132).  
Global Disparities: "Globalisation strengthens the world's economic efficiency. At the 
same time, however, it has led to a split in society, especially in less economically 
developed countries (LEDCs)" (Dreymüller et.al. 2008:68).   
Europe Changes: "Since 1951 the co-operation of initially six European states has led 
to a powerful region in the world, the European Union (EU), consisting of 27 member 
states in 2008" (Dreymüller et.al. 2008:92) 
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Again, there are some instances where the learner is introduced via a relatively general 
statement, as in the case of Global Disparities and Europe Changes, while at the beginning of 
other chapters one particular aspect is discussed right away. Therefore it is not valid to say 
that introducing chapters via the body of the text is a regular pattern. Although this way of 
opening a chapter is indeed present in the series, it is not regularly conducted or shows any 
recognisable pattern.   
Yet, there is one other mode of introducing a topic to the learners in the German 
course book series which is not adopted in the Austrian course books at all, namely 
introduction via a stimulus. While the latter either start with a general statement or present 
specific facts right away, the former series at some points places an additional text or figure at 
the very beginning of each chapter. If we look at the chapter Natural Forces Affect Life on 
Earth (Dreymüller et.al. 2007:10) the learner is initially presented a short text about drilling in 
one part of Germany. Here, the text obviously functions as an introduction to the whole topic 
of how our planet is structured inside. Another example of introducing a chapter via a 
stimulating text is found at the beginning of the chapter Global Economy (Dreymüller et.al. 
2008:10), where the learner is confronted with the text 'The global toothbrush', which depicts 
the global manufacturing of the constituting parts of an electrical toothbrush and is thus a 
concrete example of globalisation. It is interesting that both introductory texts are found at the 
beginning of each respective volume and are the only instances where this method is applied.  
Concerning the structuring of content within the respective chapters, there is, due to 
the missing of numerical sectioning, a less hierarchical organisation of the content. The only 
recognisable distinction between sub-sections and sub-sub-sections within the chapters is by a 
different font size of the bold headings. A very good example of this is to be found again in 
the chapter Natural Forces Affect Life on Earth. If we look at the sub-section 'The Shaping of 
the Earth at Plate Boundaries', a for the series typical structure is observable. Although it is 
not numerically ordered, the chapter's logical structure is basically identical with the one 
observed in the Austrian course book series, namely on particular topic is sub-sectioned into 
its constituent aspects: 
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Natural Forces Affect Life on Earth 
What does our Earth Look Like Inside?   
- The crust  
- The outer core  
- The mantle  
- The inner core 
- Wegener's Theory of Continental Drift  
- The theory of plate tectonics 
- The Shaping of the Earth at Plate Boundaries   
- Plates moving apart - constructive margins   
- Plates sliding past each other - conservative plates   
- Plates moving under each other - destructive margins 
- Earthquakes - The 1995 Kobe Earthquake in Japan  
- Why was the Kobe earthquake so disastrous? 
- Tsunamis - The Indian Ocean Catastrophe of 2004 
- Volcanoes - A Curse or a Blessing?  
- 500 active volcanoes  
- Why do so many people live near active volcanoes? 
- The Water Cycle 
- Living on a River - Living with a River  
- The upper valley  
- The middle valley  
- The lower valley 
- Tilted Axis  
- More heat - less heat  
- Hot places - cold places 
- Polar Day - Polar Night 
- The Global Wind and Pressure Belts 
- Climatic Zones of the World  
What influences climate? 
- The Earth's Vegetation Zones           (Dreymüller et.al. 2007:8-34) 
As can be seen, the book also follows a deductive logic from general concepts (natural forces) 
over concrete examples (e.g. plate tectonics) to specific aspects (e.g. plate boundaries).   
Another interesting feature of the Diercke Geography for bilingual classes series that 
the authors provide showcase examples within the chapters, or even discuss entire issues via 
them -  as opposed to the Austrian course books which place 'case studies' at the very end of 
the respective chapter. As a result, the showcase examples are far less isolated from the 
general text than in the Do it in English-Geography series.   
Like in the latter, the German series also provides additional information, data and 
explanations within each chapter, mostly depicted by boxes which resemble notes or post-its 
(e.g. Dreymüller et.al. 2008:38). Apart from that, boxes of colours corresponding to the 
respective colour of the chapter provide a range of additional texts and text types which 
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illustrate personal comments (e.g. speeches as at Dreymüller et.al. 2007:78), provide further 
information or raise awareness towards problems (e.g. Dreymüller et.al. 2008:101).      
5.1.3. Is access into the content provided? How?      
After having discussed the structuring and organisation of chapters and their constituting 
elements, the next interesting aspect to analyse is what are "[...] the means of access into the 
materials that are provided (for example an index of vocabulary items)" (Littlejohn 
1998:196). This is obviously connected to the issue of scaffolding, which will be a topic in the 
evaluation conducted above. For the time being, the various ways of how the learner is 
supported in accessing the content of the course books are analysed.  
The most obvious form of providing access into the content in the Do it in English-
Geography series is the glossary at the end of each volume. In the glossary, key terms of the 
respective volume are listed alphabetically and are explained in English, while the German 
translation is provided at the very end of the entry. Additionally, the book page where the 
word occurs is listed: 
agglomeration: here: a concentration of economic activities in related sectors in a 
certain geographical area (Ballungsraum).37  (Sonnenberg 2009:91, original 
emphasis)  
flood: large amount of water covering an area that is usually dry 
(Überflutung/Hochwasser). 62  (Sonnenberg 2007:77)   
This is an interesting solution, because it combines descriptions in the target language, which 
are typical for monolingual dictionaries, or are found in monolingual textbooks for teaching 
English as a foreign language, with a German translation in order to clarify the meaning of the 
word. In addition, each of the terms listed in the glossary is additionally printed in bold within 
the text, in order to highlight potentially difficult vocabulary (e.g. Sonnenberg 2009:37). 
However, as is illustrated by the page cited, the layout sometimes also highlights phrases 
which are not listed in the glossary. For example, ‘raw materials’, ‘communications’, ‘power 
supply’ and ‘political and social stability’ are mere concepts, which belong to the discussion 
of the sub-section rather than key vocabulary. On the other hand, key terms, which are 
described in the yellow box on the right are also listed and explained verbatim in the glossary 
(as can be seen above). So there is not an entirely straightforward pattern in terms of making 
important vocabulary and concepts explicit.  
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Yellow boxes explaining key terms on the same page as they occur are common in the 
whole course book series. Every now and then, the explanation of a particular technical term 
is taken from an external source. One good example is found in volume four (Sonnenberg 
2010:30), where the technical term ‘terms of trade’ is explained by a text taken from the 
internet (in this case, answers.com). There is no noticeable difference between the actual 
language and sentence structure of the external sources and the explanations provided by the 
author. In other words, there is no simplified or somehow didactically manipulated language 
used for providing easier access into the concepts and new vocabulary.   
Apart from yellow boxes which explain vocabulary in English and are obviously 
intended to provide access into new language, there is one incident in the course book series, 
where the material tries to provide access into technical skills content wise. Figure 9.1. (cf. 
Sonnenberg 2007:9) shows a climatic graph, which is a kind of graph, which learners 
probably only encounter within geography and economics. Thus, the box to the left provides 
basic phrases which mark significant point in the graph given as an example. This is clearly 
an attempt by the author to provide access into the description of climatic graph. However, no 
phrases that are/could be useful to interpret graphs successfully are provided.   
Interestingly, apart from yellow boxes explaining vocabulary, a glossary at the end of 
each volume and one instance where the material tries to provide access into a content-
specific item, there are no further instances or means of supporting learners to get into the 
subject matter, neither regarding the language component nor the subject-specific content. Of 
course, there are several figures that try to depict abstract processes, such as weather 
circulations in a schematic and comprehensible way. Yet, this is indeed not a distinctive 
feature of CLIL materials, since the very definition of a course book is that it tries to explain 
and make explicit abstract features of a subject in order to support students in understanding 
the subject matter. Thus all course books in one way or another have to contain figures 
designed to make underlying interrelations and aspects of a particular topic explicit.  
The German course books series also provides a list of important vocabulary at the end 
of each volume. However, learners do not find a glossary like in the Austrian books, but 
rather a vocabulary list providing the German translation of the respective word:  
agglomeration Ballungsraum (Dreymüller et.al. 2007:188, original emphasis)   
flood Flut (Dreymüller et.al. 2007:194, original emphasis)     
The first big difference in comparison to the Do it in English-Geography series is that there is 
no English explanation of the respective piece of vocabulary provided. So the learners have 
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indeed no glossary at their disposal, but just a list of words. Another difference is that there is 
no reference to the respective page where the word is used.   
Similar to the yellow boxes in the Austrian course books, the German books provide 
orange boxes where key terms are listed (e.g. Dreymüller et.al. 2008:105). In contrast to the 
Austrian books, these key terms are not highlighted in any way within the text corpus. Every 
key term is actually listed in the word list at the end of the book, which provides a rather 
quick way to look it up. Another feature in terms of explaining vocabulary is sporadically 
provided by the already mentioned boxes which look like post-its. Here, again similar to the 
yellow boxes in the Austrian books, some words are explained in more detail, as can be seen, 
for example in Volume 1 in the chapter Living and Working in Asia (Dreymüller et.al. 
2007:85), where typhoons and some of their aspects are introduced and discussed. If we 
compare the structuring of the explanation to the ones provided by the Austrian course books, 
it becomes apparent that the text is organised more clearly by the use of paragraphs. 
Additionally, the explanation is more written like an actual short text rather than a glossary 
entry. This is noticeable in the first sentence, which actually uses a subject, predicate and an 
object (as opposed to the yellow boxes, where the predicate is often omitted, e.g. Sonnenberg 
2010:31).   
One feature of providing access into the content and the language of the course books 
which is unique to the Diercke Geography for bilingual classes series are the before-
mentioned ‘skills’-chapters. Here, the learners are provided with phrases, model texts, moves 
and tasks which are intended to help them to access the respective graph, media or text type 
more easily.  
One example which is ideal for comparison with regard to the Austrian course books 
is found in Volume 1 (Dreymüller et.al. 2007: 174). Like the section mentioned above, this 
part of the book deals with the rather difficult climate graphs. Here, every part of a climate 
graph is clearly labelled and different elements of the graph differently coloured. For 
example, each element of the climate graph which deals with precipitation is labelled by a 
blue box, while elements dealing with temperature are labelled in orange. Apart from the clear 
structured labelling of the various elements, the section provides a box with useful words and 
phrases which help to interpret the graph. Furthermore, the respective necessary to provide a 
coherent interpretation of climate graphs are provided, along with a model text which 
illustrating the moves accordingly. Beyond that, an instruction of how to draw this kind of 
graph is provided, which even suggests a scale to the learner.  
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An example illustrating a slightly different approach to providing access into subject-
specific texts can be found in Volume 1 as well (Dreymüller et.al. 2007:160). Here, the 
learners are also provided with careful instructions of how to use physical maps and how to 
find places on them. Yet, compared to the section on climate graphs, the various elements of a 
map are not as explicitly labelled and the actual representation of the map is not quite natural, 
since title, the actual map, as well as the legend are presented as fragments rather than a 
whole.  
What is also slightly different is the presentation of the model text. Here, there are no 
explicit moves, but phrases, which are suggested by the orange box are highlighted in order to 
illustrate their use in a text. The latter are also divided into general topics which relate to 
physical maps, like describing locations or transportation routes.  
This diverse support is provided for any media or text relevant to geography and 
economics. Learners quickly find the respective section, since they are organised according to 
genre or the type of map or graph respectively.  
One further interesting feature, which can also be considered as providing access into 
the content – or rather cultural differences – are the last two pages of every volume (cf. 
Dreymüller et.al. 2007:210f.; Dreymüller et.al. 2008:178f.). Here, the differences between the 
metric system and the imperial system are illustrated along with common geometrical shapes, 
figures and numbers in general. Since especially geography and economics greatly deal with 
distances, scales and figures in general, this feature probably helps the learners at various 
points of education and allows easier access into authentic texts and their measurements and 
numbers. 
Overall, the German course books offer a wide range of different methods to provide 
access into the subject-specific content, while the Austrian course books mainly focus on 
providing a glossary or glossary-like explanations for key vocabulary.       
 77
 
1.5.4. What is the learner expected to do? With whom? With what content? Who  
determines  these things?  
It is now time to go one level deeper in the analysis. Based on Littlejohn’s (1998) framework, 
the analysis examines what the materials actually demand of the learner. This provides a first 
insight for central issues within the evaluation below, since one key issue here are obviously 
the tasks. They in turn are important for various questions, which will be discussed later on, 
like to what extent they foster meaningful communication, or whether they encourage learner 
autonomy.   
Yet, before tasks can be analysed, it has to be made explicit what tasks, in Littlejohn’s 
definition are. This is important, because only then it can be precisely determined what a 
course book task is and what is not. According to Littlejohn (1998:198), a task “[...] refers to 
any proposal contained within the materials for action to be undertaken by the learners, which 
has the direct aim for bringing about the learning of the foreign language”. If we expansion 
this definition by the dimension of subject-content and skills or competences associated with 
it, a suitable operationalisation of ‘task’ for our context is achieved. Furthermore, there are 
three aspects of tasks, which have to be considered when analysing them:  
- a process through which learners and teachers are to go 
- classroom participation concerning with (if anyone) learners are to work 
- content that the learners are to focus on  (ibid.) 
Although these may be considerations which were developed with language teaching in mind, 
all three aspects are absolutely valid for the CLIL-context of the course books under 
examination. Especially participation and the focus on content are worthwhile to investigate 
on.  
If we start again with the Do it in English-Geography course books, the first 
interesting thing is the overall number of tasks. Excluding the worksheets provided at the end 
of the course books, there are seven tasks to be found in the entire series. All of them occur in 
volume 3, while four out of seven are found at the very beginning of the book: 
1. Name the European capitals that are situated within the radius of 1000km from 
Vienna. 
2. Which European capital is closest to Vienna? 
3. Which European capital is farthest away from Vienna? 
4. Find out which European Capitals do have more inhabitants than Vienna.       
(Sonnenberg 2009:3) 
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Apparently, the four tasks or rather questions, are intended to stimulate the learners to work 
with the maps provided below, since questions one to three obviously deal with topography, 
while the last one refers, in a very broad sense, to cities as agglomerations and is hence not 
concerned with topography as such but rather with attributes of cities, in this case, total 
population. Since the map shows all capitals around Austria, and all of the questions deal with 
capital cities, it is logical to assume that the tasks have the map as their target. The only 
exception may be the last one, since the map does not provide any information about the 
population of the cities.  
However, the remaining tasks, strictly speaking, cannot be fulfilled with the help of 
the thematic map either, because the map does not provide any scale. Thus the learner cannot 
judge what the radius of the red circle is or what the distances between the capitals are. So 
basically, the learner is indirectly asked to work with an atlas or digital maps which allow him 
or her to determine the actual distances between Vienna and the respective cities. On a very 
general level, the learner is thus asked to measure distances and to investigate on the spatial 
position of capitals in relation to Vienna. From the syntax of the task-instructions, there is no 
indication of group work or pair work, which is why it can be assumed that the learner is 
supposed to work alone.  
The next task in the chapter Natural Geography of Austria is also rather interesting. 
Right at the beginning of the sub-section dealing with climate and vegetation, the learner is 
confronted with the following task:  
Match the nine climatic graphs in figure 2 with the nine points marked in the cross- 
section. What are the main climatic differences between these locations? (Sonnenberg  
2009:12)  
Obviously, the learner is asked to interpret the climatic graphs and, based on the information 
he or she can read from the graph, to relate the respective graph with the corresponding 
position in the cross-section. If we take a close look, this task basically relates to only one 
information given by the climate graph, namely the sea level of the station collecting the 
depicted data. Yet, even if the task intents to stimulate the obtaining of specific information 
(i.e. the sea-level), the first part of the task is already provided by the course book. The 
respective climate graphs are already matched, as is indicated by the number in brackets. Thus 
the first part of the task is obsolete.   
The second part of the task intents learners to interpret the remaining information 
provided by the various climate graphs and thus asks the learner to deal with them in detail. 
Yet, again not every information can be obtained via the graphs provided, since the author has 
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omitted the labelling of the abscissa of all diagrams and the of the ordinate of all but one 
diagram. The latter circumstance is probably not a factor that makes the task impossible to 
solve, since it can be assumes that the scaling of the ordinate of all graphs is identical to the 
one of depicting 'Untersberg'. However, the omission of the abscissa eliminates the possibility 
to interpret the course of temperature and precipitation correctly, since the months, which are 
supposed to be labelled, are not always arranged from left to right, starting with January, but, 
although in rare cases, place January at the centre of the axis. Again, the learner is obviously 
intended to work alone, since there is no reference to another participant in the whole task.   
The penultimate task, which occurs outside the section with worksheets is found in the 
chapter which deals with a central topic of geography, namely population. In the sub-section 
dealing with Austria's population structure, the learners are asked to do a matching-exercise:  
Match a, b and c in Figure 17.1 with their correct definitions given below the  
population pyramid. (Sonnenberg 2009:17)  
If we look at the double-page, it becomes apparent that the left page (16) contains the 
information which is necessary to correctly identify the respective age-groups that are marked 
in the population pyramid to which the task refers. Thus, the learners have to link the content 
of the text to the graph by labelling the respective age-groups. Yet, the categories, which are 
supposed to be labelled have a rather unveiling definition, since two out of the three phrases, 
which have to be matched with the graph already contain the respective year. As a result, the 
learners do not necessarily have to link the text to the graph, but rather can fulfil the task by 
merely looking at the phrases. Like the other tasks so far, there is no indication that the learner 
is supposed to work with another person or communicate with anyone in order to solve the 
task.   
The final task in the course book apart from the worksheets is to be found on page 25 
of the third volume. Under the section concerning the balance of payments of the Austrian 
state, learners are instructed to conduct a research:  
Complete figure 1 with the most topical statistical data available (Sonnenberg  
2009:25)  
If we examine the table, being is the basis of the task, there is one vital information which is 
apparently missing, namely where the data for 2006 were taken from. This is important, 
because different institutions use different categories for their statistical data. For example, 
the Statistik Austria have a different set of attributes which they collect for observing the 
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development of the Austrian balance of payments than the European council or the OECD. 
Therefore, in order to make the data truly comparable, the author has to declare which set of 
data was used.   
Furthermore, the task does not give any details concerning where the learner is 
supposed to get the most topical data from, which would solve the problem of comparability 
as well. So overall, the learner may be asked to conduct some research concerning recent 
statistical data, but based on a very imprecise starting point. Once again, the task is obviously 
designed to be completed individually.   
On the whole, the tasks which are provided outside the worksheet-sections of the 
Austrian course books generally ask the learners to deal with a figure by filling-in and 
matching certain categories, which implies that the materials intend the learners to get 
involved with the respective figure in more detail. Yet, there is no reference to other segments 
of a chapter or other sections of the book at all. In terms of classroom participation, the only 
form suggested by the tasks is individual-work.   
If we include the worksheets into our consideration, the exclusiveness of individual-
work as a social form does not change. In the whole series, there is not a single task which 
explicitly demands of the learner to work with a partner or participate in group work. All tasks 
are obviously meant to be completed individually.        
Among the worksheets, broad categories of tasks are noticeable which are now 
discussed via one example which illustrates the basic design of each category. They, however, 
share a common feature, namely that the learner has to fill in a blank grid, figure or map. 
There are no worksheets asking the learners to produce something on their own or require 
them to draw on any material apart from the respective worksheet.  
The first category noticeable is best described as repetition or practice of the content 
presented in the textbook. Here, the learners are confronted with a blank worksheet, which is 
similar to a figure depicted in the corresponding book and have to complete the blank spaces 
with the help of a particular section of the book. Sometimes this boils down to copy-and-
paste-activities, as is illustrated by Worksheet 1 in Volume one (Sonnenberg 2007:64) and 
Worksheet 3 of volume four (Sonnenberg 2010:93). Here, the learners are confronted with an 
absolutely identical figure, which has to be filled out (cf. Sonnenberg 2007:3 and Sonnenberg 
2010:10). A more common method in this category is adopted by worksheet 11 in volume 
three (cf. Sonnenberg 2009:81), where the learners have to complete the depicted scheme by 
extracting information from a text in the textbook-section (cf. Sonnenberg 2009:34f.).  
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The second category of worksheets mainly deals with blank thematic maps. These 
either require the learner to refer to a map found in the book and colour the blank map 
accordingly, for example Worksheet 2 in the third volume (Sonnenberg 2009:72), which 
refers to a map on page ten. The other tasks in this category ask the students to complete a 
blank map with the help of an atlas, for example Worksheet 13 in volume three. Of course, 
the concrete data that has to be found or filled in differs in each map, yet the processing of the 
task is basically the same.  
The third category of tasks deals with vocabulary. On average, there are two different 
kinds of worksheets related to vocabulary work. The first kind, requires the learners to 
provide either German or English translations for particular words, for example the correct 
English term for 'öffentliche Unternehmen' (cf. Sonnenberg 2009:88), which has to be filled 
in the blank spaces. The second kind of tasks that deal with vocabulary ask the learner to 
match definitions with particular phrases or words or to assign certain terms to superordinate 
categories (cf. Sonnenberg 2007:70.).  
Overall, all worksheets adapt very similar steps in their processing of tasks, although, 
as was shown, they deal with different aspects of content and learning skills. Another 
interesting decision by the author is to strictly separate textbook and worksheets (or tasks 
respectively), except in volume three, where some tasks are included among the actual text. 
However, as can be seen by their instructions, these do not differ significantly from the tasks 
provided by the worksheets, since all of them also refer to one particular figure or paragraph 
or require the students to fill-in or assign certain elements to a certain figure. 
One last aspect of tasks which has not been tackled so far is the question of who 
determines the actual content and process of the tasks. Obviously, these things are 
predetermined by the course books, since there is no task which leaves the learners free 
choice in any area. Thus, the tasks in the Austrian course books are strictly predetermined by 
the author.  
If we look at the German course books, the first difference is to be found in the 
quantity of tasks. Volume 1 of the Diercke Geography for bilingual classes series provides 
193 tasks, while Volume 2 contains 168 tasks for the learner. Due to obvious practical reasons 
it is hence not possible to discuss each occurring task in detail, like it was the case with the 
Austrian books. Yet, a few examples, which illustrate the most important kinds of tasks, will 
be analysed below.   
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One common type of task requires learners to explain and describe certain aspects 
which are mentioned in the text or a figure of a particular section: 
Describe the essential economic changes in the Lake Victoria region. 
Explain the ecological impact of the introduction of the Nile Perch on Lake Victoria  
(Dreymüller et.al. 2008:77)  
Describe the changes in the Israeli territory between 1948 and the end of the 1960s. 
Explain in what way the conflict influences the lives of Israelis and Palestinians.  
(Dreymüller et.al.2007:69)  
Describe the process of soil erosion. 
Explain different reasons for soil degradation. (Dreymüller et.al. 2008:59)  
Describe the characteristics of the Mexican-US border. 
Describe the push and pull factors which motivate many Mexicans to emigrate to the  
USA. (Dreymüller et.al. 2007:147)  
Obviously, the learners are required to draw information from the corresponding texts or 
figures, yet they have to state the answer (apparently in oral or written form) on their own, 
without any particular restrictions save their knowledge. What is interesting regarding this 
category of tasks is the differentiation between description and explanation. While the former 
typically requires merely more than a repetition of information presented, the latter involves a 
deeper understanding of a topic. In other words, describing cognitively only requires to grasp 
what is there, while explaining always implies the aspect of why something is there, which is 
cognitively more challenging. Hence description always precedes explanation in the 
respective tasks.  
Another type of task follows the structure of increasing difficulty for the learners. In 
some sections of the book, the authors have placed tasks involving deepening aspects of the 
respective topic, or encourage the learners to conduct further research. These tasks are always 
labelled 'for experts':  
For experts: Compare the situation of the black people in South Africa and the USA.  
(Dreymüller et.al. 2007:55)   
For experts: With regard to two types of soil degradation look for measures to protect  
the soil. Use additional sources. (Dreymüller et.al. 2008:59)   
For experts: Prepare a presentation showing the new face of Duisport. Use the internet:  
http://www.duisport.de. (Dreymüller et.al. 2008:127)  
As the examples suggest, the 'expert tasks' clearly require additional examination on the 
respective topics and thus differentiate between students who really intend to deal with a topic 
in more detail and those who are satisfied with less specific knowledge. What is also 
significant in comparison to the Austrian course books is that the authors clearly refer to 
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additional sources, or even a specific source (in the example a webpage), which indeed gives 
the learners some orientation. The latter was not always provided by the Austrian books, 
although, as was discussed, some tasks require external sources.   
The third type of task which immediately catches the attention of any analyst is 
dealing with suggestions for potential research projects, which provide the learner with a 
broad topic area, but do not determine the actual content. Again, these tasks are clearly 
labelled, namely as 'projects':  
Project: Choose one of the car manufacturers in M3 and collect information about the  
new location. (Dreymüller et.al. 2008:99)   
Project: Collect information from newspapers, and the internet to find out more about  
the views of globalisation in Germany (Dreymüller et.al. 2008:79)     
Project: Find out and discuss the pros and cons of GM food. (Dreymüller et.al.  
2007:121) 
    
Project: Make a poster with photos which show what different vegetation zones in  
Africa  look like. Do not forget to label them. (Dreymüller et.al. 2007:39)   
One thing which clearly stands out within the category of project-tasks is their variety. All 
examples provided have a different starting point (e.g. a thematic map in the first example, 
newspapers in the second) and are supposed to produce various kinds of results (e.g. a 
concrete product in the case of poster or a deeper understanding of the topic in general), yet 
the steps in-between are not predetermined. Thus the tasks apply a less guided method than it 
is the case with the Austrian course books, which provide static grids and worksheets that 
have to be filled-in.   
Encouragement for learners to create a specific product, however, is not exclusively 
found in project tasks. There are several other tasks that require the learners to actually 
produce a wide variety of texts or prepare presentations:  
Follow-up work: Use the internet to collect information about the  
Windischeschenbach  project and prepare a short presentation (Dreymüller et.al.  
2007:11)    
Write an interesting article for a newspaper in connection with M3 and M5.  
(Dreymüller  et.al. 2007:129)    
Design a leaflet to create an awareness of the problem of hunger. (Dreymüller  
et.al.2008:29)   
Prepare a role play about the conflict of interests in the distressed areas of Appalachia  
(c.f. pages 160/161 for further information) (Dreymüller et.al. 2008:73)  
These examples illustrate well how varied the results intended by the tasks are. Additionally, 
there is a high amount of autonomy on part of the learners, since the tasks basically just define 
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the final medium of communication, but do not in any way prescribe the actual structure, 
design or any other parameters of the final product. All these aspects are up to the learners.  
The last example provided above overlaps with the next aspect of tasks in the German 
course books, namely the aspect of class participation. Again, the learners are provided with a 
variety of different forms of participation, ranging from pair-work to class discussion:  
Explain to your partner how the tropical circulation system works. (Dreymüller et.al.  
2007:39)    
In groups of three describe what happens at plate margins that a) move apart, b)  
collide, and c) slide past each other (Dreymüller et.al. 2007:15)    
Discuss in class: Improving energy efficiency is linked with lifestyle (Dreymüller  
et.al. 2008:53)     
In a role play discuss the pros and cons of generating electricity from wind  
(Dreymüller et.al. 2008:47)   
As illustrated above, the books contain different forms of class participation, which require 
learners to actively communicate with each other. What is interesting in this respect is that 
there are absolutely no preset structures or any other restricting guidelines. Based on a 
stimulus in the text, learners have to communicate freely, which probably increases the 
dynamics of the tasks.  
Thus, the actual content is just the basis for tasks and not its sole subject, like it is the 
case with the Austrian course books. The latter show a task design that has much to do with 
repetition of knowledge rather than considering the subject-matter as a basis for further 
learning and communicating. In opposition, the German course books very often treat the 
subject-content illustrated by the books as a starting point for negotiating meaning and thus 
take the learning process one step beyond the physical content presented in the book.   
Closely connected to this is the factor of who determines what the learners have to do. 
Indeed, the German course books also give instructions to learners and thus predetermine 
what they have to do. The big difference in comparison to the Austrian course books is, 
however, is that they do not prescribe the format or progression of the task in the way the Do 
it in English-Geography series does. As already mentioned earlier, learners in the German 
series are free to do what they regard as appropriate for arriving at the defined result, since 
they do not have to stick to one particular worksheet with a defined format, or rely on the 
single figure which contains information that merely has to be extracted. Of course, the 
Diercke Geography for bilingual classes books also contain figures, maps and text which 
carry vital information for task fulfilment, yet the learners are free to work with the extracted 
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information, only limited by a defined aim and the social form of the task. Thus, it can be 
concluded that to some extent there is indeed learner autonomy provided by the various tasks.  
1.5.5. What are the implied aims and principles behind the materials? 
Now that an analysis on levels one and two in Littlejohn's (1998:195)  suggested method of 
analysis was made, it is time to draw a few conclusions about what is implied by the teaching 
materials analysed.  In other words, it will be discussed "[...] what appears to be the role of the 
materials as a whole in facilitating language learning and teaching" (Littlejohn 1998:201). Of 
course, as was also the case with the other levels, this has to be enhanced by the component of 
the content-subject in order to fit the CLIL context of the books. Therefore, the discussion 
will also involve aspects dealing with the content-subject.   
When recapitulating the structuring of content on the whole, as well as in the 
respective chapters in combination with the nature of tasks and the way access is provided 
into the actual subject-specific content and language required significant differences between 
the two course book series occur.  
If we look at the Austrian course book series, it becomes apparent that it puts its main 
emphasis on providing subject-matter for geography and economics, while considering any 
other aspect of bilingual education, or CLIL in general (such as development of skills, 
communication etc.) as secondary. This is because, as was already discussed, the Austrian 
course books do not provide any tasks within the textbook-sections, save the seven tasks 
discussed above in volume four. Even these do not aim at any form of communication, 
productive skills, or engagement with the respective topic, apart from rather simple matching-
exercises or basic issues of topography. The worksheets are not very different. Although each 
volume of the series provides several sheets with tasks, there is actually no real progression 
with regard to the requirements for the learner noticeable. This is most obvious in tasks which 
basically only involve copying from a predetermined figure, for example in Worksheet 1 of 
the first volume (Sonnenberg 2007:64). There is no form of cognitive progression or 
understanding the figure required, just a mere copying of the text. This is quite different from 
the tasks found in the German books which, at the most simple level, require the learners to 
describe or even explain certain processes or issues. The task design in the Austrian course 
book almost triggers an association with drill-exercises, where learners are asked to repeat 
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certain phrases and sentences until they have learned them. Here, basically the same happens 
with a chunk of content.  
Apart from this, admittedly rather extreme example, there are few tasks which actually 
challenge the learners to use or practice skills or respectively reflect on certain insights 
acquired in the course of dealing with the content. If the author intended to put more emphasis 
on other aspects than merely providing content, there would have to be more tasks overall, or 
at least a greater variety of worksheets at the end of each volume. This results in the books 
containing a huge amount of content that remains mainly not reflected upon by the learners, 
since they have no incentive on part of the materials to deal with it in any other way than 
reading trough the sections.  
Another indication supporting the impression that the Do it in English-Geography 
series is in principle a collection of subject-matter is the structuring of the chapters. As was 
already pointed out in the analysis earlier, very often the materials apply go in medias res, 
without providing a thoroughly introduction. Of course, it may be argued that this is not a 
necessary step at all, since the course books are neither a literary text nor some kind of essay 
or any related genre. Yet, it has to be pointed out that large part of the books rather read like 
glossary entries put together than an actual book text which present issues of the topic 
consecutively. A good example of this is provided by the first page of the chapter Weather 
and Climate (Sonnenberg 2007:9). Here, the learner is immediately confronted with 
definitions of the various technical terms, followed by a rather technical description of climate 
graphs, before continuing to list climate factors and a classification of climates. In-between 
these steps, there is little cohesion provided, apart from one sentence, namely "Different areas 
of the world experience different climatic conditions" (ibid.). Otherwise, the text is split into 
short paragraphs, which are characterised by listing classifications and definitions. In 
comparison, the German course book presents a more consistent text, which is not dominated 
by lists of categories and definitions (c.f. Dreymüller et.al. 2007:32f.). Of course, there are 
also sections where the learners are introduced more gradually into an issue, for example in 
volume three (cf. Sonnenberg 2009:19). Here, the text is supported by a few figures added to 
the text. However, even in this section, the presentation of content and facts is the main - if 
not the only - focus. There are no suggestions to think about the presented facts or deal with 
them in any way.   
The implications for the teacher as well as the learners within the classroom are rather 
obvious. Since the Do it in English-Geography course books are apparently mainly concerned 
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with the presentation of content, they are most likely to be used as a reference or as a 
collection of texts and figures rather than an interactive and richly featured course book. If a 
teacher uses the Austrian course books in class and wants to assure that the high standards of 
CLIL are actually met, he or she has to provide extra materials, which provide tasks that go 
deeper than the ones provided by the books.   
The German course books, on the other hand, clearly intend to be fully-fledged CLIL 
course books. This becomes immediately apparent by features like an alternative table of 
contents in volume 1, which allows teachers and learners alike to view the content presented 
to them in a more integrated and overall interrelated way. An even stronger indication is the 
section on skills at the end of each course book, which explicitly deals with a wide range of 
graphs, media and social form and how learners can apply them.   
If we recall the five principles of CLIL, (c.f. 3.1.2.) as well as the functions of 
language within the CLIL paradigm (cf. 3.1.3.), the German course books indeed try to 
achieve most of them to some extent. This can be seen in the diverse task design, which was 
already analysed. In this respect, especially the communicative use of the target language is a 
major concern, since basically all task-types that have been identified involve some kind of 
communication by the learners. Even the category where learners are asked to describe or 
explain certain parts of the content are basically an encouragement of the learner to articulate 
himself or herself, because the tasks imply that the respective learner has to reformulate an 
observed circumstance in his or her own words. Yet, the most obvious tasks that mean to 
stimulate communication among students are the ones involving role-playing or discussions in 
groups or pairs. This reveals the interactive intentions of the German course book series, 
which is not really noticeable with its Austrian counterpart, since the latter exclusively 
focuses on the learners working on their own.   
Another very prominent aspect promoted by the German books is the development of 
skills. From the point of view of the content-subject geography and economics, basically all 
important media as well as figures and map-types are introduced and explained through a 
(model) text. Additionally, the access into these is made relatively easy by supporting the 
learners with phrases, important words, or even detailed instructions of how to produce a 
certain text or interpretation in connection with the respective media or figure - as was already 
analysed under 5.1.3. (for an example cf. Dreymüller et.al. 2007: 174).  
Due to the diverse and differentiated presentation of the topics and, more importantly, 
a broad range of different tasks, the German course books can thus be characterised as 
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applying a rather holistic approach to the content-subject, which is in the spirit of the CLIL 
paradigm, since there are indeed several focal points beyond the mere content. Especially the 
communicative task-design, compared with the great variety of subject-relevant content is one 
outstanding feature, which indicates that the authors are not only concerned with either 
language or content.   
Therefore, as an overall impression, it is legitimate to conclude that the two book 
series indeed fulfil different roles in the classroom. While the Austrian course books primarily 
provide content and treat skills and language as rather secondary, the German course books 
try to cater to both components of the CLIL paradigm, namely language and content. Thus, 
the Austrian books mainly function as a collection of subject-specific content (i.e. facts and 
figures), which have to be greatly complemented by additional material, which focuses of the 
development of language and professional skills. The German course books, on the other hand 
could indeed function as a profound basis for teaching geography in the sense of CLIL, since 
they offer a broader package to both teachers and learners in terms of content, language and 
professional skills.   
As a conclusion, the analysis has revealed major differences between the two course 
book series, which will be a relevant issue for the evaluation conducted below. After having 
discussed the most important features of the teaching materials in terms of their organisation, 
task-design, sequencing of chapters and overall underlying principles and implied roles, it is 
now time to evaluate to what extent they actually meet the requirements and features which 
are demanded by the theory. This will allow a basic judgement if they are indeed materials 
which apply the principles and criteria postulated by CLIL or if they are merely carrying its 
label.          
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5.2. An evaluation of the Do it in English-Geography and Diercke Geography for   
       bilingual classes series  
After the analysis has unearthed interesting differences between the Austrian and the German 
course books, the next step is to draw conclusions and finally judge to what extent the 
respective course book series meet the requirements of CLIL in the categories introduced 
above (cf. 4.3.2.). Where it is necessary, short explanations of the respective categories will 
be provided in order to avoid ambiguity concerning what is evaluated in the respective 
section. In the course of the evaluation, references to examples already provided in the 
analysis will be made, along with allusions to new examples which may illustrate particular 
arguments more clearly.   
5.2.1. To what extent does the organisation and presentation of the topics account for  
the aims and demands of the Austrian national curriculum?  
Since one of the series under examination is the only approbated course book series for 
bilingual education in Austria, one interesting aspect is to investigate whether the materials 
cover all the subject-matter the national curriculum deems necessary, as well as to what extent 
they foster competences which are required of learners per definition.  While the former is 
precisely listed in the section concerning the subject-matter, the latter is described under 
'Didaktische Grundsäze' and 'Bildungs- und Lehraufgabe' respectively. Yet, since aspects 
falling under these two categories are discussed at other points of the evaluation, our primary 
concern now lies with the dimension of content and thus only general evaluations in 
connection with principles of didactics and education will be made.   
Obviously, the German course books will not be evaluated in this section, since 
Germany has its own national curriculum, which shows significant differences compared to 
Austria.  
The question whether the course books contain all necessary topics is closely linked to 
the overall structuring of the books, which was already analysed above, as well as to the 
functions of a book, namely the Strukturierungsfunktion (i.e. the materials as support to 
organise and manage the classroom and subject-content; cf.4.1.3.).   
As shown in the course of analysis, the Austrian books show a very hierarchical 
structure, which is characterised by rather short sections and no inherent recognisable pattern 
with regard to sub-sections or even sub-sub-sections. Yet, if we compare the table of contents 
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of the respective books with the structuring of the national curriculum for upper-secondary 
education, it becomes apparent that the author very closely follows its organisation. Thus the 
reason for an inconclusive result in the analysis is finally revealed, since the books do not 
follow an inherent logic based on didactical aims, but rather an externally prescribed 
structure, namely the national curriculum.  
Obviously, volumes one and two of the Do it in English-Geography series cover the 
subject-matter of grades five and six of the AHS, while volumes three and four correspond to 
grade seven and eight respectively. So, there is a strong indication that the overall structure of 
the books is primarily guided by the general topics demanded by the curriculum rather than by 
pedagogic or didactical principles. This becomes apparent if we look at the names of the 
chapters and compare them to the topics prescribed by the national curriculum. For example, 
the first chapter of volume one, One World - Different Perspectives (Sonnenberg 2007:2), is 
basically a literal translation of the topic-area Gliederungsprinzipien der Erde nach 
unterschiedlichen Sichtweisen (cf. BMUKK 2004:2). This is basically true for all chapters in 
volume one, apart from their almost exact sequence in accordance with the curriculum. 
Interestingly, the other volumes follow the same pattern, for example in volume three, the 
chapter Austria's Position in Europe precedes Natural Geography of Austria (cf. Sonnenberg 
2009:2), while the curriculum lists Veränderung der geopolitischen Lage Österreichs before 
Naturräumliche Chancen und Risiken (cf. BMUKK 2004:3). The only volume showing a 
slightly different and more integrated structure of topics is volume two, where the topic-areas 
suggested by the curriculum rather integrated in broad topics, which are centred around the 
EU (cf. Sonnenberg 2008:2). So, topic-wise it is safe to say that the Do it in English-
Geography is indeed a realisation of the topic-areas suggested by the curriculum, since their 
organisation is based on its very sequence of topics.   
However, the big 'but' becomes evident if we dig one level deeper than the actual 
headlines of the topic-areas defined in the curriculum and look at the aims of the respective 
content. If we stick to the first chapter in volume one and its corresponding topic-area in the 
curriculum, there are two explicit aims which a learner is supposed to achieve:  
Gliederungsprinzipien der Erde nach unterschiedlichen Sichtweisen   
-Gliederungsmöglichkeiten der Erde nach naturräumlichen, kulturellen, politischen  
und ökonomischen Merkmalen aufzeigen    
-Einsicht gewinnen, dass Gliederungen immer einem bestimmten Zwecken dienen,  
dass Grenzen Übergangszonen und die so abgegrenzten Gebiete meist nicht einheitlich  
sind (BMUKK 2004:2)  
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If we take a closer look at the corresponding section in the book, the first aim, illustrating 
different possibilities to classify our planet according to various variables is realised by 
confronting the learners with different thematic maps, ranging from plate boundaries to the 
division of countries as classified by the United Nations (cf. Sonnenberg 2007 3-8). Thus, the 
course book illustrates different possibilities of looking at the earth. Yet, the second aim, 
realising that these classifications are imprecise and the resulting regions are basically rough 
sketches which serve a certain purpose, is not even tackled peripherally. The reason why the 
book misses to help the learners realise the interrelations required to achieve second aim is 
that it confronts the learner with the different maps without ever commenting on their purpose 
or intention. The most obvious maps in this respect are figures 4.1, 5.1 and 5.2, where not 
even a single sentence is provided in order to make explicit the interrelations between the 
three classifications. In the case of figures 8.1 and 8.2, the book eventually points out the 
relativity of actually measuring global disparities, yet the text again does not explain the 
underlying difference between the two thematic maps. Interestingly, figure 8.2. occurs again 
in volume four (cf. Sonnenberg 2010:7) in the chapter on globalisation. Again, the course 
book fails to mention what the map actually depicts, apart from its title. The only information 
the learner gets is that "[...] today the countries of the world are mostly classified according to 
the division of the UN, which uses a combination of economic and social indices" 
(Sonnenberg 2010:6, original emphasis). This is rather vague and does not support a deeper 
understanding, as demanded by the learning aims.  
These examples show a symptom which is rather prominent within the Austrian course 
book series, namely the lack of support of learners when it comes to abstract thinking and 
linking several issues to one converging whole. This is, however a problem, since the national 
curriculum explicitly demands this via the Synthesekompetenz and Wirtschaftskompetenz (cf. 
BMUKK 2004:1). In addition, if we continue to evaluate the current example, severe mistakes 
concerning the reference are made. At the end of the chapter, a reference to chapter 5.6 in the 
volume is made (cf. Sonnenberg 2007:8). However, if we follow this reference, it appears that 
chapter 5.6 is concerned with the global division of labour and not socio-economic indicators 
at all (cf. Sonnenberg 2007:39). The respective indicators are presented in section 5.7, two 
pages further in the book (cf. Sonnenberg 2007:41-43). Of course, this is an unintended 
mistake which was missed in the course of edition, yet it is indeed confusing for the learners 
and is even more unlucky if we take into consideration that the particular pages indeed 
explain and point out the problem of measuring development.  
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To be fair, there are also several chapters which rather successfully present a topic in a 
more differentiated and explicit way. For example, despite the above criticised thematic map, 
the chapter Globalisation: Chances and Risks in volume four indeed picks up a great variety 
of issues connected with the topic and presents more than one view on the topic and thus 
provides a sound basis content-wise.  
As a conclusion it can be said that the Austrian course books do indeed present all the 
subject-matter which is demanded by the national curriculum. However, there is a strong 
impression that the book series considers this as its primary objective, even neglecting 
teaching and learning aims which are related to the content. This supports the impression from 
the analysis conducted above, which concluded that the apparent underlying principle of the 
Austrian books is that they are mainly a collection of content. So regarding the extent to 
which the presentation and organisation of the topics account for the aims and demands of the 
Austrian curriculum it is safe to say that the course books' basic content covers all areas of the 
defined subject-matter, while performing rather weak in the area of supporting the 
achievement of the defined aims. For the teacher this means that the Do it in English-
Geography series in suitable for presenting a profound amount of content and suggest an 
organisation of topics which are very close to the curriculum. Yet, beyond that they do not do 
much more, which means that in order to support his or her learners, a teacher would need to 
provide extra materials and additional support in general.  
5.2.2. To what extent do the materials make the learning intentions and process visible  
by highlighting relevant aspects within the units?  
According to Mehisto (2010), CLIL materials of high quality explicitly set learners learning 
goals which on the one hand are supposed to show them what they may achieve by dealing 
with a particular unit, while on the other hand increasing effort and motivation. "Further, 
quality CLIL materials draw links between planned short and long-term language, content and 
learning skills outcomes. It is also expected that learning outcomes are realistic, but 
challenging" (Mehisto 2010 http://www.ccn-clil.eu/clil_criteria_web/index.php?page=1 25 
May 2011). This concept is very interesting, because it indeed, in the sense of learner 
autonomy, empowers the learners to constantly monitor their progress along the scale of 
gradually achieving knowledge and competences. Furthermore, it perfectly supports the 
demands on part of subject didactics regarding the opportunity for learners to assess their own 
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progression (i.e. Übungs- und Kontrollfunktion under 4.1.3.), which should be provided by a 
course book. The final variable of the equation, namely that learners are meant to be 
challenged immediately evokes associations with Krashen's '+1 hypothesis', just enhanced by 
the content component as well (cf. 2.1.1.). Thus, Mehisto's claim for making the learning 
process visible follows indeed the CLIL logic and should classify as a feature of quality with 
respect to the learning materials.  
However, as has become apparent in the course of working through all course books, 
none of them actually shows any signs of making the learning process explicit. Neither the 
Austrian, not the German books show remotely any intention to provide the learner with any 
kind of possibility to recognise implied learning outcomes, or to monitor any kind of progress 
autonomously. This is very striking, because, due to the reasons already pointed out, a feature 
at least resembling Mehisto's postulated criterion would give the authors of both series to 
meet many of the demands and requirements on behalf of the curriculum (in the case of the 
Austrian books), as well as the CLIL paradigm.   
One obvious reason for the missing of explicit waypoints of learning may be that, at 
the time of production, this had not been considered and was thus not part of the academic 
discourse. This is suggested by the years of publication, which would be between 2007 and 
2008 for the Diercke Geography for bilingual classes series and between 2007 and 2010 for 
the Do it in English-Geography series. Although the publication of volume four of the 
Austrian books overlaps with Mehisto's postulation (i.e. 2010), the book was probably written 
and produced earlier, since process approbation takes a very long time.  
Thus, in conclusion, the course book series in question lack one criterion of quality as 
far as the latest academic opinion is concerned. However, in this respect it could be a potential 
starting point for further research, since it would be interesting to see if the course book series 
add this feature to revised editions in the future.    
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5.2.3. To what extent do the materials foster the development of academic language  
          proficiency? 
Obviously, this issue is closely connected to the areas of vocabulary development and 
language competence in general. A few features have already been discussed briefly in the 
course of the analysis where the access which learners are provided with was under 
examination. However, was has not been tackled so far is in how far this is done effectively 
and whether this actually qualifies as fostering academic language proficiency.    
According to Mehisto, fostering academic language proficiency means that 
"[s]cientific language is drawn to the attention of students by identifying various forms of it in 
the learning material [...]" (Mehisto 2010, 25 May 2011). This is a very general statement, 
since it is not really defined what forms are implied or in what ways the materials are intended 
to refer to them. Yet, another possibility of fostering academic proficiency is "[...] by asking 
students within the materials to identify: characteristics (tone, unemotional and factual [...]); 
connectors [...]; functions (separating and explaining causes and consequences); subject 
specific vocabulary [...]; words with different meanings [...], and other vocabulary and 
discourse patterns" (ibid.).  
So Mehisto in addition provides concrete categories, which makes a precise evaluation 
easier. Quite similar to the first postulation concerning making the learning process visible, 
the categories presented above very much refer to a meta-level which is supposed to show 
learners something about their own learning. In this respect, the materials are basically 
required to 'reflect upon themselves' by foregrounding the principles which underlie their 
respective content. Additionally, as can be recognised, the function of language rather than 
the form is in the foreground..  
If we again start with the Austrian course book series, one encounters language 
(competence) on the very cover of the book. Although people are not supposed to judge a 
book by its cover, this is exactly what will be done here as a first step. As was shown by 
Cunningswoth (1986:2ff.), looking at 'what textbooks say about themselves' is a good starting 
point to interpret their intentions. Concerning language competence, the back of each volume 
of the Do it in English-Geography books claims that " 'Do it in English-Geography' misst 
dabei der Sprachkompetenz der Lernenden besondere Bedeutung zu" (Sonnenberg 2007:81). 
So there is apparently a focus on the language competence of the learners within the series.  
Interestingly, apart from the features which were already mentioned in the analysis 
(i.e. glossary entries and the highlighting of key vocabulary), the course books do not show 
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any sign of attempting to raise the language awareness of the learners, or to point out different 
functions or characteristics of (academic) language. The only noticeable feature which 
slightly indicate a fostering of language proficiency are some of the glossary entries:  
climate (climatic) graph: a graph showing average rainfall and average temperature  
for  each month of a year for a specific point of the earth (Klimadiagramm).9   
(Sonnenberg 2007:76)          
oceanic crust (sima): the oceanic crust forms the floor of the deep oceans and is  
thinner (5-10 km) than the continental crust. [...] (Sonnenberg 2007:78)    
net deficit (of a state): the expenditures exceeding the revenues without the  
repayments of government debts (Nettodefizit). 29 (Sonnenberg 2009:93)   
resources (scarce): all things which can be used to produce economic satisfaction. [...]  
(Sonnenberg 2007:79)  
As can be seen, some glossary entries provide synonyms for the respective terms, which 
potentially enlarges the repertoire of subject-specific vocabulary. Additionally, although 
probably coincidental, a few entries show what could be interpreted as collocations (e.g. 
scarce resources). Yet, since there is this is no recognisable pattern or any kind of system, 
which indicates that collocations are a concern of the glossaries, this is very likely unintended.   
With regard to Mehisto's suggestion that materials should make explicit words with 
different meanings, the glossary basically provides rather precise and comprehensible 
explanations in the target language. Yet, it has to be remarked that especially learners who do 
not possess a very broad and solid vocabulary in English may get confused by the actual 
explanations. Of course, there is a German translation, but this does not necessarily help the 
students understand a certain technical term, since the respective explanation is given in 
English. Thus, learners who find the target language challenging may miss to fully understand 
the subject-matter of geography as well.  
Apart from this, there are no features which would indicate to serve the purpose of 
somehow fostering language proficiency in any way. This is very surprising, especially with 
the glossary entries, because they would have provided a suitable format which could have 
been used for additional information about the vocabulary presented, such as collocation or 
register. Within the chapters, there are also no features which deal with the language 
component of the CLIL-duality, putting the subject-content at the very centre of the books. Of 
course, it can be argued that the Austrian books provide plenty of subject-specific vocabulary 
and make it explicit to the learner. However, what is indeed missing is the attention to 
language function and consequently language competence.   
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Thus, judged by its cover, the Do it in English-Geography books very poorly foster 
academic language proficiency, if they do it at all. This is because the learners are exclusively 
confronted with vocabulary items which are explained in English, but are not connected to the 
learner's overall mental concept of academic language proficiency. The reason for the 
materials failing to achieve this, is simply because they do not provide any support which 
assures that the learners definitely add the language to their pool of knowledge, based on a 
deep understanding of its (linguistic) functions. As a result, the books provide merely more 
than an English version of geography and economics, while completely neglecting the 
language component of CLIL, which is nevertheless equally important.   
In the course of analysing the course books, it became apparent that the Diercke 
Geography for bilingual classes series provides a variety of features which help the learners 
to get access into the subject-specific maps, figures and graphs, as well as into different kinds 
of media. This is achieved by providing model texts, as well as phrases, or making explicit 
certain moves within a text. This however, does not necessarily imply that the materials 
actually make the very function of language explicit to the learner.   
If we look through the chapters of the German books, the only feature which 
obviously deals with language is the foregrounding of key terms by the already mentioned 
orange boxes (e.g. Dreymüller et.al. 2008:105), which are translated in the word list at the end 
of each volume. Obviously, this feature is intended to help the learners with vocabulary 
development and thus intends to enhance the learners' (subject-specific) lexicon. So, one of 
the points mentioned by Mehisto (i.e. technical vocabulary) is indeed tackled by the course 
books. Yet, what is not provided is an explanation of the respective terms, which basically 
neglects the component of securing knowledge and competence in the content-subject. Of 
course, learners encounter the key terms within a text and thus can draw their conclusions 
from the context where the respective term occurs. However, there again may be a 
disadvantage on the part of learners who are not yet entirely proficient in English, since they 
might not understand the text fully and thus are not able to link the key term to its context.   
The remaining chapters at the back of the books, which focus on skills, do so in terms 
of technical skills rather than language skills. This is quite well illustrated by the section of 
'skills' which deals with the method of role-play (cf. Dreymüller et.al. 2008:160f.) The section 
is introduced by the headline 'Dealing with problems', the very subject of any academic 
discipline. Within this paragraph, it becomes apparent that the section on skills obviously has 
a focus other than language: 
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Topics in geography lessons often focus on problems in specific regions. [...] Flow  
charts  can be used to make the problems of coal mining in Appalachia more  
comprehensible. These show the cause and effect chains related to mining. [...] If  
you want to present cause  and effects only based on facts, using flow charts is an  
appropriate method. (Dreymüller et.al. 2008:160; own emphasis)  
If we look at the example, the text does not tell the learner that academic language can be 
used to communicate cause and effect chains (i.e. function) and that it applies arguments 
based on evidence (e.g. its characteristics), but rather how this can be illustrated by a specific 
technique (i.e. using flow charts). This is a clear focus on presentation skills and not on 
language competence. Although the paragraph has an archetype of academic reasoning as its 
subject (i.e. cause and effect chains), it does not point to it explicitly. As a result, there is a 
heavy undertone which indicates the functions of academic language, but it remains hidden. It 
requires a very abstract thinking on part of the learners to deduce from the text that the 
function of (academic) language is indeed to communicate and make explicit causal chains. 
Thus, it can be concluded that the authors of the German course books do not intent to 
highlight the function of language and its characteristics, although they provide a range of 
model texts and phrases relating to particular kinds of media or texts in general.   
Overall, as was illustrated, both course book series do not foster academic language 
proficiency to a very high extent. This is rather unfortunate, since they thus more or less 
neglect the 'language of learning' (cf. 3.1.3.) within the CLIL triangle to a high degree. This is 
another missed opportunity, especially for the German course books since they indeed provide 
several features raising awareness for the form of language (e.g. phrases that help the learner 
to write a specific text) and are thus just one step away from incorporating the other aspect, 
namely its function. The Austrian books, on the other hand, contrary to their claim on the 
cover, do not consider language in any way as particularly important, because providing 
subject-matter in English in not really fostering language competence and, consequently, 
academic language proficiency.    
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5.2.4. To what extent do the materials foster the development of learning skills and       
           learner autonomy? 
Apart from language and competences in the content-subject, CLIL also aims for the 
development of professional and learning skills in order to qualify the learners for the flexible 
global age. (cf. 3.1.2.) Thus, when investigation on whether or not the materials support 
learning skills and learner autonomy, we are dealing with a very distinctive feature of the 
CLIL paradigm that is part of its innovation. In this sense, learning skills can be considered as 
very important for the quality of the respective books.  
According to Mehisto (2010), the feature of fostering learning skills is apparently 
supposed to help the students cope with challenging exercises and texts or the whole subject-
matter respectively. This can be assumed by looking at his suggestions: 
- A book chapter can, right at the beginning include an initial exercise that asks the 
students questions about the given chapter's subheadings or diagrams [...].   
- Instead of simply giving a research assignment to students, learning materials can have 
students first plan for undertaking and writing up  the research report.   
- Materials can also include learning skills tips on how to efficiently complete an 
assignment.   
- Materials can seek to help students determine what they think and feel, as well as 
provide some level of choice.   
(Mehisto 2010 http://www.ccn-clil.eu/clil_criteria_web/index.php?page=3 27 May 
2011, bullet points added)  
Again, there is a very strong sense of demanding the materials to make the learners aware of 
their very features and thus encouraging the reader to think on a meta-level. Yet, what seems 
to be of secondary concern is the learner autonomy. Apart from suggesting that the learners 
should be provided with a level of choice, the latter is not very prominent in Mehisto's list. 
Another critical remark which has to be made is that learner autonomy in the list presented 
above is regarded as a concrete feature, rather than a result of good support by the materials. 
This is interesting, because if learner autonomy is regarded as a result of support, fostering 
learning skills becomes a requirement of learner autonomy, since they indeed empower the 
students to acquire knowledge and competences on their own.       
As was already indicated by the analysis of in how far access into the subject-matter is 
provided by the materials, the Do it in English-Geography books are not very competent in 
fostering learning skills. Since there are no tasks or exercises in the textbook-part of the series 
(save the seven examined under 1.5.4.), basically of Mehisto's suggestions or any form of 
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fostering related to them is not applicable. The big problem of the Austrian books is simply 
that they have almost no means of communicating with the learners due to their scare 
incorporation of tasks. Of course it could be argued that the actual content may induce deeper 
understanding of a certain topic by the learners. Yet, leaving all the necessary steps to the 
learners and hoping that they will draw conclusions and interrelations on their own is not a 
very pedagogical way - and even less a didactical way -  of guiding them to achieve their 
learning aims.   
If we consider learning skills as teaching learners to deal with specific texts and other 
media, there is one worksheet in the whole series which might qualify as an attempt to foster 
the acquisition of skills and competences. If we look at worksheet four in the first volume 
(Sonnenberg 2007:67), we once again encounter a climate graph. Similar to the section in the 
German course book, which was used to illustrate how access is provided into the content (cf. 
5.1.3 or Dreymüller et.al. 2007:174), the learners are provided with an explanation of the 
various elements of a climate graph. Yet, the explanations of the respective element are very 
short and are not related to any illustration. Thus, if a learner tries to do the worksheet, he or 
she would have to browse to the section where climate graphs are introduced in the textbook-
part. The next step for the learners to take is drawing the graph, based on the data presented in 
the table, in the scheme provided. Here, a problem occurs, namely that the author leaves out 
the element of altitude, which is part of every climate graph. So learners fail to produce a 
totally correct graph on their own. However, a very positive aspect is that the worksheet links 
the graphs which are supposed to be drawn as further practice to the corresponding chapter in 
the textbook-part (e.g. the task relating to Yuma) and tries to raise the students' awareness of 
certain distinct features of each climate type (e.g. the task relating to Buenos Aires).   
Yet, this is basically the only instance where the Austrian course book series deals 
with a particular skill (i.e. drawing and interpreting climate graphs) which can be acquired by 
learners. All other worksheets focus on repeating the content of the textbook-section or 
working with blank maps. This is very unfortunate, since thus learners do not really get 
support from the materials when it comes to acquiring new skills and competences related to 
the content-subject.  
Opposed to the Austrian course books, providing the learners with means to develop 
certain skills is a very prominent feature within the Diercke Geography for bilingual classes 
series. As was already analysed, each of the course books features a section on skills, which 
deals with a wide range of texts and other media.  
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One example which resembles Mehisto's approach to learning skills is to be found in 
volume two in the section 'working with films' (Dreymüller et.al. 2008:150f.). Here, the 
course book suggests that learners should organise their approach to film into three distinct 
steps, namely 'pre-watching', 'while-watching' and 'post watching'. Very similar to some 
language teaching tasks, learners are encouraged to think a priori to their actual tasks, while 
also conducting a follow-up exercise.   
If we look at the table which indicates the specific steps which a learner may take (cf. 
Dreymüller et.al. 2008:151), especially the first two points, 'brainstorm on the topic' and 'write 
down your expectations' very much aim at making students aware of their own perceptions 
and world view while at the same time encouraging them to think about a film as one form of 
media. This is rather similar to Mehisto's suggestion that materials should ask questions about 
certain heading of a chapter. The only real difference is that in the example discussed here, 
the students are confronted with the title of a movie.   
Additionally, as also suggested by Mehisto, the course book provides the learners with 
a detailed scheme which helps them to organise their research question in connection with the 
film. Thus the students are supported with efficiently completing a certain task related to the 
genre of movies.   
Also the parts dealing with the 'post-watching' phase of a potential movie project are 
very much in the spirit of the criteria suggested above. The key feature here is that the book 
encourages the learners to create a mind map which reflects their personal thoughts (and thus 
giving them the opportunity to determine their feelings and thoughts), while, at the same time, 
stimulates to critically reflect on what they have learned. This highly engaging process is then 
finished by a presentation, which is basically a product where everything is wrapped up and 
brought to a final conclusion. In order to make the communication easier, useful phrases are 
provided at the bottom, which probably creates a safe communicative environment for the 
presentation, especially for weaker students, since they have a set of structures to which they 
can relate.   
The example discussed is representative of all the sections that deal with skills in the 
German course books. Of course, there are a few differences when it comes to introducing 
learners to the respective text or media, yet overall each section provides a very clear and 
supportive structure, which indeed fosters the development of skills and competences.   
What the course book series does not do, however is to provide this kind of support for 
within the actual chapters of the book. Thus the development of skills is treated separately 
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rather than in an integrated way, which is probably also one of the intentions behind Mehisto's 
postulations. Yet, the 'skills'-sections constitute a very rich and engaging feature which can be 
used in manifold ways within the classroom.  
As a conclusion, it has to be said that the German course books are much more 
advanced and provide a far greater variety of supportive elements which help learners to 
acquire learning skills and thus empowering them to act and think autonomously. The 
Austrian course books, however, again lack a very important feature of the CLIL paradigm 
and are not likely to help learners in any ways to acquire skills and competences. The general 
problem in this respect is that they leave the learners alone and require of them to have the 
intrinsic motivation and competence to extract skills merely on the basis of content-focused 
texts and worksheets.    
5.2.5. To what extent are the materials likely to motivate learners to deal with the  
           content? Is their design motivating and engaging from a learner's perspective? 
Many of the examples which have already been discussed in the course of analysing and 
evaluating the Austrian as well as the German course book series can be considered as 
representative of the overall layout and design of the respective publications. Yet, so far it was 
not at the centre of attention whether they provide any incentives to the learners that may 
actually motivate them to get involved with the content and geography as a subject on the 
whole. This however is a very important issue, especially for subject didactics, since a course 
book in geography and economics is supposed to motivate learners to actively deal with the 
content - ideally on their own account (cf. Repräsentationsfunktion under 4.1.3.).  
Regarding motivation in terms of design and layout, the Do it in English-Geography 
books are difficult to finally evaluate, since there are rather positive as well as fairly negative 
examples of overall layout and design.    
One significant feature in the area of design throughout the whole series is that 
chapters either have rather little text while a lot of additional figures are provided for 
illustrating certain facts, or chapters feature very long passages which are dominated by the 
text-corpus of the chapter. For example, the section illustrating regional disparities indeed 
only provides very little textual interpretation, while the issues in connection with disparities 
are mainly depicted by thematic maps (cf. Sonnenberg 2009:42f.). On the other hand, in the 
very same volume, there are passages where the text is the sole carrier of content and the 
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figures provided just peripherally deal with the respective subject, like the section on the 
future development of the European Union (cf. Sonnenberg 2008:23). The problem with both 
of these examples is basically that while the first one insufficient grounds for textual 
interpretation, the second one could make the facts and developments of the EUs enlargement 
clearer to learners if it added a thematic map. Thus, the learners are a little bit lost in both 
cases.   
Apart from these differences in the weight of textual and graphical elements, one very 
common feature within the entire series is the use of bullet points. One typical example is 
found in the first volume in the section on the different ecosystems in the world (e.g. 
Sonnenberg 2007:21). Here, the bullet points basically substitute connectors and other 
cohesive devices and thus make the text rather a list than a coherent entity. This is used rather 
often and does not really present an engaging and motivation layout, since the learners are 
confronted with a sermon of facts which are quickly dealt with without going into very much 
detail or trying to engage the learners in any way.   
Sometimes, the materials use reprints of newspaper articles or comments (e.g. 
Sonnenberg 2010:8), yet most of the time these features remain uncommented and there are 
also no tasks which may engage the learners to further deal with them. Therefore, they are 
hardly more than further information on a specific topic and may remain unattended at all.  
The layout of the worksheets is also very problematic. As was already illustrated by 
various examples in the course of our discussion, they are all printed in black and white and 
have a very sober design, which does not really invite the learners to deal with them. Apart 
from that, as was also already mentioned, they ask learners to basically repeat or reproduce 
corresponding section of the textbook-sections of the respective volumes. Therefore, the 
worksheets do not give learners the opportunity to further explore and learn on their own, but 
just ask them to plainly repeat what they already know. Furthermore, they almost exclusively 
force the learners to remain within their restricting format characterised by grids, tables or 
blank maps. This does not really encourage creative or out-of-the-box thinking.    
As a consequence, the Austrian course books do not really motivate the learners to 
further deal with their content, since they offer little incentives to do so. This is because they 
often present learners with facts and figures which are not thoroughly explained or illustrated 
and often remain of the surface, due to the heavy use of bullet points. Also the tasks are not 
very engaging and soon become a routine rather than a means to develop competences and 
achieve learning aims. Additionally, this has negative consequences for other functions that a 
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course book is supposed to fulfil, for example the Übungs- und Kontrollfunktion (cf. 4.1.3), 
which is intended to provide learners with the opportunity to validate whether or not they 
have achieved their aims. Thus, overall the Austrian books do not really motivate the learner, 
since it probably costs a lot of effort to work through the books without further support by 
additional materials of the teacher.  
The German course books on the other hand, provide several incentives to further deal 
with their content. The first strong point is, as was already indicated by the analysis, the task 
design, which is quite varied, and the skill-sections provide learners with a profound basis to 
start their own projects:   
Find other situations where religion plays an important role for you or people you  
know (e.g. classmates). (Dreymüller et.al. 2007:61)   
Make a speech on the development of the EU. (Dreymüller et.al. 2008:93)    
Project: Make a poster showing evidence of immigration and integration in your  
hometown. (Dreymüller et.al. 2008:123)   
These tasks grant the learners to further investigate in a particular topic, while allowing them 
to add a personal touch to the finished product or do some research in their everyday life. 
Thus the course books relate to the world outside the classroom and therefore make the 
relevance of a certain topic explicit to the students. Additionally, linking the tasks to the world 
of the learner probably encourages curiosity, because they have the opportunity not only to 
learn something about geography, but also about their own life.   
Apart from the tasks, as was already shown, the sections which deal with skills offer 
plenty of ideas which are practically illustrated and can therefore be rather easily adapted by 
the learners. Due to their organisation on the basis of genre, learners can quickly look up the 
most important features of their method of choice, which keeps up the workflow.   
The overall layout and design of the course books shows a convenient balance 
between pictures, graphs, maps and text. The headlines printed in bold provide a clear 
structure, while at the same time allow to quickly skim through the chapters for particular 
information. Along the way through the chapters, learners are occasionally provided with 
cartoons or a text relating to their everyday life, which adds to the variety and activates 
students' mental representation of a certain topic (e.g. Dreymüller et.al. 2008:64). 
Additionally, this avoids routine like in the Austrian course books, where learners encounter 
similar layouts (e.g. the bullet points) or tasks (i.e. the worksheets) and thus more likely 
stimulates curiosity.  
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The only thing that might be criticised is the slight surplus of tasks which ask learners 
to describe and explain a certain process or facts in general. This might cause learners to get 
annoyed with this kind of tasks, especially if they encounter them in two consecutive 
chapters.   
However, overall is can be concluded that the German course books to a very likely to 
motivate learners to deal with the subject-matter and the course books in general, since they 
offer a wide range of tasks and features which keep the users interested and surprised. Thus, 
the Diercke Geography for bilingual classes series clearly supports the teacher in introducing 
interesting aspects of the subject-matter to the learner and provide a good basis for a varied 
form of education within the classroom.   
5.2.6. To what extent do the materials foster cooperative learning and a communicative  
           use of language and knowledge? 
When it comes to cooperative learning, the issue of communication is inevitably attached to 
it, since cooperation without communication is simply not possible. Therefore, when judging 
the extent of cooperation which is fostered by the teaching materials, one also has to look at 
the kind of communication which is associated with the respective form of cooperation (e.g. 
do the learners communicate orally or in written form, do they communicate with a partner or 
a group or do they have to give a talk, etc). Furthermore, it also has to be evaluated whether or 
not the intended communication is indeed meaningful or not.   
This catalogue of issues is not applicable to the Austrian course books, because not a 
single task or worksheet in the entire series explicitly states that the learners are supposed to 
work with a partner or group. There is also no task that requires learners to prepare a talk or 
text or asks them to present any results or thoughts to other persons. In other words, the 
Austrian books do not foster cooperation and communication among learners in any way. 
This is very surprising, given the fact that they promote language competence as one of their 
major concerns. Yet, from a contemporary academic perspective one has to ask how this is 
possible without incorporating communicative tasks that allow learners to actually use the 
language. Filling-in blank worksheets is not using language at all, but merely reproducing 
preset chunks of input and does not connect the subject-matter to the actual world.  
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In terms of the CLIL paradigm, this is very problematic, because not only is CLIL 
obviously rooted in a communicative background as far as its language component is 
concerned, but it also explicitly considers meaningful communication among learners as a 
central aspect of learning and acquisition (cf. 3.1.2.). Ironically, as was also illustrated in the 
theoretical part of the thesis, this very feature is often brought forward as a main argument in 
favour of CLIL. By missing to support this very feature in the Austrian course book series, 
both the publisher and the author basically undermine one of the purposes for the very product 
they have developed.  
As was repeatedly indicated in the course of discussion, the German books, on the 
other hand, offer various tasks that stimulate cooperative learning, as well as meaningful 
communication among learners:  
Prepare a round table talk about the problems linked to transporting goods across the  
Alps (c.f. pages 160/161). (Dreymüller et.al. 2008:97)   
Explain to your partner how the tropical circulation system works. (Dreymüller et.al. 
2007:39)  
Explain to your partner how the tropical circulation system works. (Dreymüller et.al. 2 
2007:39)   
In a role play discuss the pros and cons of generating electricity from wind.  
(Dreymüller et.al. 2008:47)  
All of the examples provided involve at least one addressee or require communication 
between at least two persons. Admittedly, the percentage of tasks which explicitly mention 
groups or pair-work is far less than half of the overall tasks. Yet, even tasks which do not 
explicitly imply another person could easily be adapted for a communicative purpose. For 
example, the task "Design a leaflet to create an awareness of the problem of hunger" 
(Dreymüller et.al. 2008:29), which was already introduces earlier, could easily be enhanced 
by a follow-up exercise which involves two students talking about their ways of raising 
awareness. The reason why most tasks can be arbitrarily enhanced is that they always have a 
clear goal or a concrete product as their aim. Thus it is fairly easy to have students talk about 
their findings or products, since they have a common basis and thus can communicate 
meaningfully about their perceptions of a particular issue.  
By incorporating the communicative aspect, the actual subject-matter becomes 
immediate to the learners and thus is of higher relevance to them. This makes the German 
books far more interactive than their Austrian counterparts, because within the latter, the 
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actual subject-specific content remains rather abstract and never really becomes a vivid 
subject of the immediate classroom discourse. Students who use the Austrian books never 
actually work with the subject-matter in a productive way and thus experience geography as 
something predetermined. In contrast, the German books take geographical issues and make 
them relevant to the students, as well as a part of active classroom discourse, which can be 
influenced and experienced by the learners.  
In this respect, the German course books foster both meaningful communication as 
well as the actual application of knowledge and competences to a very large extent. The 
Austrian books, on the other hand, completely fail to achieve any of this at all. Thus, the 
impression that the latter are a mere collection of translated geographical texts without an 
underlying basis in accordance with CLIL is further supported.   
5.2.7. To what extent do the materials foster critical thinking and thus provide multiple  
          perspectives on one topic? 
When it comes to critical thinking, CLIL and subject didactics overlap significantly. As was 
postulated under 3.2.1., subject didactics in geography and economics consider the basis of 
the subject to be a 'Handlungskonzept' oriented towards society. As a consequence, geography 
and economics encourages learners to act based on their own critical thinking, which is 
characterised by linking interrelated issues to a converging whole. Closely connected to the 
basis of the subject are the different levels of learning aims, which are characterised by an 
increasing complexity. The most complex aim in this respect is the critical-emancipatory aim, 
which should encourage learners to act responsibly based on a critical assessment of the world 
and its problems and implies a sense of looking through the surface and unearthing underlying 
motives and intentions of a particular issue.   
If we compare this to the claims made by Mehisto, parallels become apparent. 
According to Mehisto (2010), fostering critical thinking is characterised by the fact that  
[t]he majority of questions and assignments in CLIL materials avoid asking students to  
report back on fact-based questions, but instead focus on having students apply,  
analyse, evaluate and create something based on the information presented in the  
materials. (Mehisto 2010, http://www.ccn-clil.eu/clil_criteria_web/index.php?page=8  
29 May 2011)    
 107
 
These criteria are very similar to the different levels of learning aims postulated by subject 
didactics in geography and economics, since they also consider merely reporting back facts as 
the lowest and least complex level of learning aims.   
Unfortunately, as indicated by the analysis of tasks, the Austrian books do not really 
encourage the learners to produce, analyse or deal with any issue on their own behalf. As was 
already discovered repeatedly, the worksheets do not provide a new or different angle on the 
content of the textbook-sections of the respective volume, but are rather simple repetitions of 
the content already presented to the learner. This once again becomes apparent if we look at 
examples like worksheet 14 in volume four of the series (c.f. Sonnenberg 2010:103), which is 
nothing but a blank version of an identical figure in the chapter on global finance (c.f. 
Sonnenberg 2010:79).   
Also in the area of presenting problematic issues, the Austrian books show some 
severe flaws. Although the materials most of the time cover a few pros and cons of the 
respective topic, they do so in a very generalising and often simplified way. For example, the 
negative and positive aspects of globalisation are tackled within the quarter of a page (c.f. 
Sonnenberg 2010:5), or the highly relevant process of the ageing society, which is indeed a 
controversial topic, is soberly mentioned and not discussed at all (c.f. Sonnenberg 2009:17). 
Thus, although the actual content seems to be the major concern of the course book series, the 
presentation of the subject matter is insufficient with regard to complex teaching aims and the 
raising of awareness for controversial problems. As a consequence, the Do it in English-
Geography series apparently fails to go beyond the sheer representation of facts and figures 
concerning a particular topic area. Although they cover basically all topics demanded by the 
national curriculum they do so in a very basic and unsatisfying manner. This is very 
problematic, because in order to achieve teaching aims which are in accordance with recent 
views of both CLIL and subject didactics, teacher who work with the Austrian books have to 
provide a vast amount of additional materials as well as further supervision for the learners.    
A very interesting way of fostering critical thinking is illustrated by an example found 
in the first volume of the Diercke Geography for bilingual classes series. In a section dealing 
with the conflict between Israel and Palestine, the views of a Palestinian citizen and an Israeli 
citizen are brought forward (c.f. Dreymüller et.al. 2007:69). As a result, the conflict between 
the two states is tackled on a very personal level, which emphasises the human aspect instead 
of remaining on the rather abstract level of a conflict between two political entities. However, 
what is even more important is that the course book provides tasks which encourage the 
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learners to further deal with the issue presented, thus fostering them to deal with the topic in 
an increasingly complex manner. The latter is illustrated by the sequence of tasks, which first 
ask the learner to sum up the information provided by the materials, before continuing to 
relate this information to the problem illustrated and finally concluding with a project which 
stimulates further engagement on the students' own behalf. Thus, as demanded by Mehisto as 
well as subject didactics in geography, the learner apply, analyse and evaluate a particular 
problem based on information provided.   
However, the German course books do not always treat controversial topics with so 
much care. For example, the section on India and the Green and the White Revolution (c.f. 
Dreymüller et.al. 2007:86), the course book presents a structure similar to the Austrian course 
books, where the respective topic is tackled rather superficially.  
Yet, overall the German course books indeed foster critical thinking to a much greater 
extent than their Austrian counterparts. This again shows how problematic the inaccurate and, 
quite frankly, uninspired task-design of the Do it in English-Geography books is. Therefore, it 
can be concluded that although not every topic is treated with the same attention regarding the 
fostering of critical thinking, the German course books provide a rather elaborate basis of 
tasks and texts which allow teachers and learners alike to achieve teaching or learning aims 
respectively more easily and sustainably.    
5.2.8. To what extent do the materials foster cognitive fluency by providing means of  
           scaffolding language, content and (learning) skills? 
Due to the challenging context of learning a content-subject in a foreign language, scaffolding 
may not only foster cognitive fluency on part of the learners, but may also keep up the 
motivation to carry on dealing with a particular topic. The basic idea behind scaffolding 
within CLIL materials is to help learners to acquire skills and competences without sacrificing 
workflow. Mehisto (2010) postulates three main areas which can be scaffolded by materials:  
Language can be scaffolded by: repeating new nouns as opposed to using pronouns;  
shortening sentences and paragraphs; [...] providing explanations of some key  
vocabulary and expressions in the margins; asking students to first brainstorm related  
language [...]  
Content can be scaffolded by: helping students in an introductory paragraph or  
assignment to access their tacit knowledge and connecting topic[sic!] to their lives [...]  
using [...] graphic organisers such as [...] diagrams, tables and charts; [...] highlighting  
or underlining key ideas or facts; using plenty of subheadings [...] 
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Learning skills can be scaffolded by: providing a sample correct answer at the start  
of an exercise; including samples of well done student work; [...] including planning,  
monitoring and evaluation tasks [...] (Mehisto 2010 http://www.ccn- 
clil.eu/clil_criteria_web/index.php?page=9 29 May 2011)  
If we again start with the Austrian course books, there are indeed a few features of 
scaffolding, which occur in the series. The most obvious one is related to language, namely 
the explanation of key vocabulary. As was already mentioned, each volume in the series 
provides a glossary where key terms are explained in English. Additionally, yellow boxes 
providing an explanation of the respective terms are sometimes featured in a section. 
However, these are not regularly provided and do not follow a recognisable pattern. 
Nevertheless, the glossary entries allow learners to quickly look up the words highlighted 
within the text. Interestingly, learners are provided with both an English explanation, as well 
as the German translation of the respective word:    
agglomeration: here: a concentration of economic activities in related sectors in a 
certain geographical area (Ballungsraum).37 (Sonnenberg 2009:91, original emphasis)  
This guarantees that also students who do not understand the English explanations are likely 
able to understand the word, which prevents potential frustration and thus supports the 
learners' workflow. One feature criticised above that could be interpreted as a means of 
scaffolding similar to the shortening of sentences is the significant use of bullet points. Yet, as 
already pointed out, they do not really work, because they do not really stimulate learners to 
further investigate on the respective topic. Hence, the bullet points do not really help learners 
but are rather barriers which they have to overcome, since they have to deal with a lack of 
thoroughly presented content. Apart from these features, there are no such things as a 
noticeably more frequent use of noun phrases or a significant underrepresentation of 
pronouns.  
One feature related to the scaffolding of content is the heavy use of subheadings, 
which is indeed a prominent feature in the Do it in English-Geography books. As was already 
analysed, the course books are characterised by a strict numerical structure with a lot of sub-
sections. What is also frequently used are graphs and maps, yet they are often the only real 
content and are sometimes scarcely commented on (e.g. Sonnenberg 2009:15). Thus the 
graphs which are supposed to illustrate the content cannot fulfil their intended purpose and 
consequently do not provide any scaffolding at all. Additionally, this probably will be a 
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problem for the (cognitive) processing of the subject-matter, since the lack of explanation 
may cause confusion among the learners.    
The third area of scaffolding postulated by Mehisto, namely skills, is not featured in 
the Austrian course book series, simply because it does not focus on fostering particular skill 
at all. Apart from one worksheet dealing with climate graphs (c.f. 5.2.4), there is no 
recognisable attention to skills. Yet, the respective section does not show any features that 
could be described as scaffolding the acquisition of (learning skills).   
When it comes to scaffolding learning skills, the German course books offer the most 
diversity of features. As was already mentioned above, each section focusing on skills 
provides a range of suggestions, model texts and other useful features which obviously 
support the learners and thus foster workflow and consequently cognitive fluency.  
Furthermore, the respective sections very often provide tasks which function as a practical 
application of the skills introduced to the learners. Thus the students can quickly relate to the 
materials and are probably not overwhelmed by a challenge that is too demanding.   
Concerning the scaffolding of content, the German course books clearly use a lot of 
subheadings as well, which also makes it easy for learners to quickly get the information they 
need in order to complete a task or project. What is also sporadically used is the technique of 
linking the content to the lives of the students, which is illustrated by the figure, is a first 
introduction to globalisation (cf. Dreymüller et.al. 2008:6). Here, the topic is clearly related to 
the learners' everyday life, which breaks the otherwise abstract subject of globalisation down 
to a concrete level which can be immediately experienced and understood by students. At the 
same time, the learners' tacit knowledge is activated, since they are made aware of the 
relevance of the topic and can thus activate their mental concepts associated with the global 
world. Additionally, each volume provides a great variety of graphs and figures, which 
illustrate the topics rather well and do not cause any confusion at all.  
The potentially weakest area regarding scaffolding within the German course books is 
probably language. Although each section provides an orange box listing key terms of the 
respective passage, all that learners are provided with is a literal German translation at the end 
of each volume. This does not give the learners the opportunity to fully understand the 
concept behind a certain term and thus may have a negative influence on the development of 
language competence in the target language. This is because, in comparison to the word list in 
the German books, the glossary entries in the Austrian books provide learners with some kind 
of model text which may help them to paraphrase certain technical terms and thus potentially 
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add to the language repertoire. Yet, on the other hand, once again within the skills-sections, 
there are a few model texts which highlight certain structures in order to illustrate to learners 
how the new vocabulary of the respective section can be used (cf. Dreymüller et.al. 
2007:161).  
To sum up, both course book series show several features of scaffolding. The Austrian 
series is rather strong in the area of language, since it provides a glossary and highlights key 
vocabulary, while the German books may also list key vocabulary in each section, but just 
provide a word list at the end, which lacks depth. Yet, scaffolding content and especially 
scaffolding skills is solved well within the German books. The great advantage in comparison 
to the Austrian books is that they do not confuse the learners with too much figures while at 
the same time successfully link certain topics to the everyday life of the students. Thus, they 
create a convenient pace as far as cognitive fluency and the overall workflow are concerned. 
The latter may at some points be disturbed by the Austrian materials due to the problems 
already discussed.     
5.2.9. To what extent do the materials try to incorporate an authentic language  
          (engagement) by the learners? 
Very much in the sense of Widdowson's reasoning of authentic language in a classroom 
setting (cf. 4.1.2.), Mehisto (2010) suggests that language used in CLIL is supposed to be 
relevant for learners, aiming for an authentic goal as well as using the language of recent 
media. This, in other words, implies the following: 
Materials incorporate language currently in use in the media, and seek to create a relationship 
between the reader or listener and the passage or electric clip.  
Materials incorporate language used in everyday speech in different social and work contexts 
(genres, domains, registers).  
Materials seek to lead students to other sources of language through the internet, music or 
other media.  
Assignments in materials seek to use language and content for authentic purposes [...] [such 
as] for a debate about an issue touching the students' lives.  (Mehisto 2010, http://www.ccn-
clil.eu/clil_criteria_web/index.php?page=7 30 May 2011).   
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As can be seen, authenticity in the sense of high quality CLIL materials does not meant that 
an original, unabridged or generally not (didactically) manipulated text (in its broadest sense) 
is used, but rather a text which is appropriate for the overall learning situation.  
One feature associated with authenticity which is sporadically included in the Do it in 
English-Geography books, is the reference to the internet or online sources respectively. One 
good example of encouraging learners to conduct further research via the internet is found in 
volume one (cf. Sonnenberg 2007:54), where at the end of the chapter a link is provided in 
case the learners are interested in further information. Another very good example is found in 
volume three (cf. Sonnenberg 2009:14), where a link to a particular website is provided. Yet, 
here one potential weakness of referring to internet sources becomes apparent, since not all of 
the links provided actually work (e.g. the link provided for Lake Neusiedl is not working). 
Nevertheless, the materials repeatedly suggest links to follow and thus seek to lead students to 
external sources.   
However, the most common feature within the whole series is the use of internet 
sources for the actual content of the volumes. For example, the section 'The causes of 
flooding - a changing environment" (cf. Sonnenberg 2007:60) in the first volume of the series 
is apparently taken from a website by the BBC. Since there are no indications of any 
simplification or any other form of manipulation, the learners are probably confronted with an 
original text.   
Another very common feature is the reprinting of newspaper articles (cf. Sonnenberg 
2008:49) or occasionally of figures taken from reports (e.g. Sonnenberg 2008:59) in order to 
provide further information on a particular topic. Thus, the course books absolutely show 
some variety in terms of relating to different kinds of media as well as providing students' 
with further external sources in general.   
What the series is lacking though is the establishment of a real connection between the 
reader and the respective text, since there are not incidents where the books explicitly try to 
connect a particular topic or issue to the lives of the learners. Closely connected with 
establishing a relationship with learners is the issue of providing authentic assignments. Since 
there are rather few tasks which are designed not very communicatively, there are no 
examples where learners are actually encouraged to work with a particular medium. As a 
result, the Austrian materials also fail to provide authentic assignments or a communicative 
goal which could be classified as authentic. This is very unfortunate, because in the end this 
leaves the actual content of the books in a very abstract state, as far as the learners are 
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concerned and prevent them from interacting productively with the materials. Thus, although 
the Austrian course books refer to authentic sources and provide different examples of 
different media, they do not have the opportunity to get engaged authentically, which adds a 
certain artificial flavour to the subject-matter.   
If we once more look at the German course books, references to the internet are rather 
common as well. However, the Diercke Geography for bilingual classes books do not always 
contain a reprinted version of a particular text, but also unaltered reproductions, for example a 
short leaflet taken from the internet (cf. Dreymüller et.al. 2007:50). This, of course allows a 
more detailed analysis of aspects related to moves, layout and other relevant features within 
the classroom as if it was reprinted and edited.   
Concerning the tasks, the German materials include explicit assignments which ask 
learners to conduct research on the internet: 
Use the internet to find the latest HDO rank data. Compare it with your findings in task 1. 
(Dreymüller et.al. 2007:57)  
For experts: Use the Internet to select information on the present state of reducing digital 
divide. (Dreymüller et.al. 2008:15)  
Thus, the materials explicitly lead students to use the internet and thus get them involved with 
this particular medium. Apart from tasks, the course books every now and then suggest links 
to certain websites connected to the respective section, for example in volume two in the 
section on world population (cf. Dreymüller et.al. 2008:26).   
Similar to the Austrian books, the Diercke Geography for bilingual classes series also 
features newspaper articles (cf. Dreymüller et.al. 2007:89)  or passages from reports (cf. 
Dreymüller et.al. 2008:23) as additional illustrations of a topic. Thus, the learners are also 
confronted with a range of texts which illustrate language use, yet without highlighting their 
actual features.  
One area where the German course books are more successful than their Austrian 
counterparts is the establishment of a relationship between the text and the reader. As was 
already mentioned in the previous section, the materials are trying to connect the content to 
the world of the learners by making explicit the relevance to the students' lives of a certain 
topic. Furthermore, as can be seen in the examples provided above, the tasks give learners a 
clear goal to achieve and thus make the engagement with the respective media more authentic, 
since it thus becomes part of the actual classroom environment.  
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One aspect which is missing in both course book series is the incorporation of 
different registers of speech in diverse (working-) contexts. The books almost exclusively 
contain formal language, apart from a few quotations made by famous people. Yet things like 
dialects, the differences between written and oral communication, or certain domains of 
language are not really tackled. The only thing which can be classified as providing insight 
into different genres are the sections on skills in the German books, since they show the 
move-structure or other particularities of the respective kind of text.   
Thus, as a conclusion, both course book series achieve to incorporate authentic 
language, especially with regard to the internet. However, the Austrian course books miss to 
actually get the students involved with the language presented and do not encourage them to 
productively work with external sources, due to a lack of tasks. Additionally, they fail to 
make explicit the diversity of registers and other issues related to the use of language as a 
social tool. The German books, in comparison, achieve most of the goals postulated by 
Mehisto (2010), yet do not incorporate features which draw attention to the social function of 
language. Therefore, there is still room for improvement as far as the features which deal with 
language are concerned.    
5.2.10. To what extent do the materials apply an approach of functional bilingualism? 
The final aspect that has to be evaluated is connected to the very form of realisation of the 
CLIL paradigm which the course books claim to be, namely bilingual education. If we recall 
Otten and Wildhage's (2007:31) fifth thesis, an integration of content and language has to be 
based on a functional concept of bilingualism (c.f.3.2.2.). This means that bilingual education 
is supposed to indeed involve two languages which are used in connection with specific 
learning aims.   
In this sense, it is even more surprising that both course book series, which claim to be 
materials for bilingual education, do not incorporate any kind of functional bilingualism. The 
only instances where the German language is used within the materials is for translating 
isolated terms, like in the case of the glossary entries, or the word lists. Not a single task asks 
the students to read an article in German and present it in English, or vice versa. Furthermore, 
there are no German passages or texts provided within the materials. 
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As a result, the materials are actually not bilingual, but rather monolingual with a few 
German translations. Thus both series fail to provide any kind of functional use of both 
languages. With regard to Otten and Wildhage's postulation, this constitutes a severe 
disregard of basic principles which are necessary for an effective concept of converging 
didactics. in other words, strictly speaking the claim of being bilingual is very misleading and 
to a certain extent simply wrong.  
However, the intended purpose of the course books is apparent, namely to support 
teachers and learners alike in dealing with the English component of bilingual education. 
Nevertheless, it would be interesting to investigate on opportunity to enhance both series by 
adding some German texts to them, since the teacher, due to the current concept of the course 
book series, will have to provide any material dealing with the German part of bilingual 
education, which may disturb the didactic principles which the authors have in mind. The 
obvious advantage of incorporating texts in the native language, however would be the 
support of content-subject-teachers who are not expert in language teaching and may 
therefore find it very challenging to provide a well-balanced amount of German input.  
Thus, functional bilingualism is an aspect which both the Diercke Geography for 
bilingual classes as well as the Do it in English-Geography books have yet to consider as a 
potential addition.    
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6. Conclusion 
After having conducted an analysis and evaluation, based on theoretical principles, it is now 
time to conclude and sum up the results and findings which were discussed in the course of 
the thesis.  
As a starting point, a theoretical framework of the CLIL paradigm was established in 
order to provide an informed and solid basis for the practical part of the thesis, where an 
analysis and evaluation was conducted. This derivation of theory unveiled that CLIL was 
heavily influenced by theories of second language acquisition (especially the Monitor Theory 
postulated by Krashen) as well as theories of Communicative Language Teaching. However, 
as was also illustrated, the CLIL paradigm constitutes an evolution of the two, since it breaks 
new ground due to treating language and content as equal variables of the overall equation of 
teaching and learning.   
In order to provide a more comprehensible and well-grounded framework, ideas and 
demands of subject didactics from geography and economics were added to the discussion, 
which lead to the insight that several aims postulated by the current paradigm are perfectly 
compatible with CLIL. As a final step, the two backgrounds were brought to a convergence, 
based on the concept of Otten and Wildhage (2007), who suggest an establishment of a 
modified model of subject didactics.  
Thus, the theoretical foundations, to which the consecutive evaluation and analysis 
were related, were established. In another step, the criteria which constitute the basis of the 
actual method of analysing and evaluating the teaching materials under examination were 
defined. For the analysis, the approach suggested by Littlejohn (1998) was modified and 
applied, while the claims made by Mehisto (2010) were adapted and applied in the course of 
evaluation. As a result, the practical part of the thesis presented constitutes a very specific and 
context-sensitive discussion of the course book materials and do not claim to be a generally 
valid evaluation and analysis of the respective materials. However, based on the defined 
principles, the thesis has provided a representative catalogue of samples as well as criteria, 
which grant interesting insights into the materials under examination. The final conclusion of 
the whole process is that the course book series significantly differ with regard to their 
usability for teaching according to the CLIL paradigm and overall quality.   
The Do it in English-Geography series, which is indeed the only approbated series 
available on the Austrian market, shows severe deficits in a range of areas. Although they 
basically provide a fully-fledged coverage of the subject-matter demanded by the national 
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curriculum, they scarcely do anything that is actually characteristic of CLIL or bilingual 
education.  The biggest issue in this respect is the poor tasks design which is uninspired, 
simple and overall not meaningful at all. One wonders what the author intends by only 
providing seven tasks in the textbook-section of volume three, while not including any in the 
remaining volumes. Of course, there are worksheets at the end of each volume, but they are, 
first of all, not very well designed either, while secondly preventing the learners from 
interacting intensively with the materials, due to their isolated positioning.   
Unfortunately, these deficits in task design have immediate consequences for basically 
all other aspects which were analysed and evaluated. This is because tasks are at the end of 
the day the primary means by which course books can communicate with learners and thus 
support or guide them. As a result, the Austrian books also perform poorly in terms of 
communicative teaching and hence in almost all aspects which are supposed to distinguish 
CLIL from traditional teaching. Consequently, the Do it in English-Geography books are 
merely more than English translation of Austrian geography books. However, if we keep in 
mind the teaching aims of subject didactics, the series even there fails to provide materials of 
high quality, since the lack of tasks and the sometimes confusing presentation of graphs 
neither motivates learners, nor helps them to develop the competences which are defined by 
the national curriculum. This is very unfortunate, because due to the lack of CLIL-materials 
on the market, the Austrian course book series could have marked a first start for changing 
this suboptimal situation of market-supply. Instead, the books disregard many of the 
important principles pursued by CLIL and thus cannot be recommended for using in a 
bilingual setting, unless the teacher is prepared to severely improve and enhance the content 
with self-made materials.  
The German books, on the other hand, outperform the Austrian course books in almost 
every aspect. They provide a wide range of tasks, try to connect the content with the lives of 
the learners and encourages communication between students. This makes the Diercke 
Geography for bilingual classes course books much more interactive and, most importantly, 
more communicative than their Austrian counterparts. One particularly outstanding feature is 
the focus on skills at the back of every volume, where learners are really supported to acquire 
and practice skills and consequently competences. Of course, there are a few issues which 
could be further improved, like the scaffolding of key vocabulary or the illustrating of 
different registers. Yet, compared to the Austrian books, the German volumes are far ahead 
when it comes to the actual realisation of the CLIL paradigm within the classroom.  
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Thus, as a conclusion, it is legitimate to say that the Austrian course books do not 
really constitute teaching materials which competently support an effective teaching and 
learning in the CLIL classroom, which rather reveals them as a false friend which may carry 
the label of CLIL, but does not apply its principles. The German course books, on the other 
hand, are basically materials of high quality which actually try to incorporate a wide range of 
principles derived from CLIL. Thus, although they may not cover all aspects of subject-matter 
which are demanded by the Austrian national curriculum, the Diercke Geography for 
bilingual classes is useful even for an Austrian setting, since it far more competently supports 
effective bilingual education in the classroom.                          
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English summary 
“Englisch als Arbeitssprache” (EaA) is currently a very popular concept of teaching within 
the Austrian education system. As a result, publishers and authors alike have realized the 
potential market and thus provide an increasing number of teaching materials which is 
intended to be used for bilingual teaching.  
Concerning the Austrian market, a course book series called Do it in English-Geography is 
the only available series which is approbated for the application in Austrian upper secondary 
classes. The thesis analyses and evaluates this series via an in-depth analysis. In order to 
provide a point of reference concerning other possibilities to design materials for bilingual 
education, the Diercke Geography for bilingual classes series is also analysed and evaluated.   
In a theoretical part, the thesis discusses the origins and basic principles of CLIL as well as 
some important foundations of subject didactics in geography and economics. In a further step 
the two components are brought into convergence and thus important theoretical principles 
are deducted. Additionally, relevant methods of analysing and evaluating teaching materials 
are discussed. 
The practical part of the thesis constitutes an evaluation of important features of both course 
book series and makes explicit the differences in organisation, task-design, the structure of 
chapters, the access provided into the content, as well as implied principles and aims of the 
two course book series. 
The last part of the thesis is an evaluation which is based on a catalogue of modified didactic 
criteria associated with CLIL as well geography and economics. In the course of the 
evaluation it is unveiled that the Do it in English-Geography series shows severe deficits in 
realising the high standards of the CLIL paradigm and neglect fundamental principles of 
bilingual education as an overall concept. In comparison, the Diercke Geography for bilingual 
classes series show a much more considerate design and are clearly superior to their Austrian 
counterparts, as far as the realisation of the principles behind CLIL is concerned, although 
there is room for minor improvements. 
As a conclusion, the thesis postulates that the Do it in English-Geography books are a set of 
materials which insufficiently support effective teaching in a bilingual setting, while the 
Diercke Geography for bilingual classes series constitutes a useful basis for teaching CLIL.  
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German summary – Deutsche Zusammenfassung 
Englisch als Arbeitssprache (EaA) ist gegenwärtig ein sehr beliebtes Unterrichtkonzept 
innerhalt des österreichischen Schulsystems. Aus diesem Grund erkennen Verlage und 
BuchautorInnen gleichermaßen die Potenziale des Marktes und produzieren eine stetig 
steigende Zahl an Materialien, welche für den bilingualen Unterricht gedacht sind. 
Im Bereich des österreichischen Marktes stellt die Schulbuchreihe Do it in English-
Geography  die einzige für die Anwendung in der Oberstufe approbierte Serie dar. Die 
Diplomarbeit analysiert und evaluiert diese Buchreihe qualitativ. Um einen 
Orientierungspunkt für mögliche Alternativen im Bereich der allgemeinen Konzeption von 
bilingualen Materialien zu ermöglichen und vergleichend zu arbeiten, wird die Buchreihe 
Diercke Geography for bilingual classes ebenfalls analysiert und evaluiert.  
In einem theoretischen Teil diskutiert die Arbeit die Ursprünge und fundamentalen Prinzipien 
von CLIL, sowie wichtige Grundpfeiler der Fachdidaktik in Geographie und 
Wirtschaftskunde. In einem weiteren Schritt werden diese beiden Komponenten zu einer 
Konvergenz gebracht und somit theoretische Prinzipien abgeleitet. Des Weiteren, werden 
relevante Methoden der Analyse und Evaluation von Unterrichtsmaterialien diskutiert. 
Der empirische Teil der Diplomarbeit besteht aus einer Analyse von wichtigen 
Charakteristika beider Schulbuchreihen und zeigt Unterschiede in der Organisation, des 
Arbeitsaufgabendesigns, der Struktur der Kapitel, der Unterstützung im Umgang mit dem 
Lehrstoff, sowie der den beiden Buchserien unterliegenden Prinzipien und didaktischen Ziele.   
Den letzten Teil der Arbeit bildet eine Evaluation basierend auf einem Katalog modifizierter 
Kriterien, welche sowohl mit CLIL als auch mit Geographie und Wirtschaftskunde in 
Verbindung stehen. Im Zuge der Evaluation wird aufgezeigt, dass die Do it in English-
Geography Buchreihe erhebliche Defizite in der Umsetzung der hohen Standards des CLIL-
Paradigmas aufweisen, sowie fundamentale Prinzipien des bilingualen Unterrichts als 
didaktisches Konzept vernachlässigen. Im Vergleich dazu zeigt die Diercke Geography for 
bilingual classes Buchreihe eine viel durchdachtere Konzeption und ist seinem 
österreichischen Pendant, soweit es die Realisierung der Grundprinzipien von CLIL betrifft, 
überlegen, obwohl auch hier noch kleine Verbesserungen möglich wären. 
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Die Conclusio der Arbeit postuliert schließlich dass die Do it in English-Geography Bücher 
Unterrichtsmaterialien darstellen welche nur ungenügend einen effektiv durchgeführten 
bilingualen Unterricht unterstützen, während die Diercke Geography for bilingual classes 
Serie eine sinnvolle und brauchbare Basis für einen Unterricht gemäß des CLIL-Paradigmas 
darstellt.                       
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